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Abstract – in Danish 
Hvordan bliver unge menneskers forståelse af deres medborgerskabs-muligheder, og det 
tilhørende syn af dem selv som medborgere, påvirket af den uddannelse de bliver underlagt? Ud 
fra en forståelse af at den uddannelse man får, herunder især undervisnings-formen, ikke alene 
påvirker unges akademiske kompetancer og viden, men også i stor grad deres forståelse af socio-
politiske processer og problematikker, har jeg valgt at undersøge dette i et land hvis 
uddannelsessystem er stadig meget præget af landets post-kommunistiske og post-krig baggrund, 
navnligt Bosnien-Hercegovina.  
Under et felt-studie på et gymnasie i Sarajevo foretog jeg observationer af klasse-undervisningen 
og fokus-gruppe interviews med repræsentanter fra hver klasse, for på den måde at få indblik i 
den interaktionsform der finder sted og for at give en stemme til de unge medborgere i Bosnien-
Hercegovina.  
 
Speciale-afhandlingen vil påvise, på den ene side, at undervisnings-formen er baseret på en 
lærer-centreret instruktionsform hvor eleverne forventes at absorbere og passivt indlære et meget 
omfattende pensum uden at lære at forholde sig kritisk og refleksivt til informationerne. Dette 
har alvorlige konsekvenser for hvorvidt de unge opfatter dem selv som værende istand til at gøre 
en forskel og påvirke skolens og samfundets autoritets-strukturer. På den anden side, resulterer 
denne manglende erfaring med demokrati i passive og apatiske medborgere som så yderligere 
fremmer en konservativ, individualiseret og passiv form for demokratisk medborgerskab. På 
baggrund af elevernes erfaringer, vil jeg argumentere at denne apati skyldes a) social, politisk og 
økonomisk usikkerhed og ustabilitet og dermed en dalende optimisme for fremtiden, samt b) en 
forvrænget og negativt-ladet forståelse af kritik og individualitet, som værende baseret på en 
skjult dagsorden og dermed modsat det fælles bedste. 
 
Selvom jeg i den foreliggende afhandling giver en introduktion til Bosnien-Hercegovinas 
historiske baggrund, herunder den ødelæggende krig i 90´erne og dens konsekvenser for nutiden, 
vil jeg især fokusere på landets igangsværende demokratiseringsprocesser og 
fremtidsperspektiver da kun en demokratisk, fleksibel og kontekstuel medborger-identitet kan 
skabe en bro mellem de forskellige etniske grupper og skabe en forståelse af deres fælles 
udfordringer og interesser. 
                          TURN PAGE for abstract in Bosnian 
Abstract – in Bosnian 
Sažetak 
Kako utiče proces obrazovanja na mlade u smislu njihovog razumijevanja demokratskog 
građanstva i shvatanja sopstvene uloge u oblikovanju gražanstva? Odgovor na ovo pitanje 
pokušavam naći kroz analizu obrazovnog sistema u Bosni i Hercegovini, imajući u vidu njegovu 
komunističku i posljeratnu pozadinu, a polazeći od činjenice da obrazovanje, a naročito nastavni 
oblici i sadržaji, odlučujuće utiču na akademsku svijest i stručne sposobnosti mladih, kao i na 
njihovo razumijevanje socio-političkih problema. 
Sa ciljem da istražim i predstavim glas mladih Bosne i Hercegovine po pitanju njihovog 
doživljaja građanstva, uključujući njegovu interakcijsku osnovu, boravila sam kao istrazivač u 
jednoj sarajevskoj gimnaziji i napravila niz opservacija nastavnog procesa u rezredima, kao i 
jedan opširni intervju sa fokus-grupama, koju su činili predstavnici svih razreda. 
Moj post-diplomski rad se fokusira na analizu nastavne forme koja je, po mojim zapažanjima, 
bazirana na autoritetu nastavnika i njihovim instrukcijama, i gdje se od učenika očekuje 
apsorbovanje vrlo obimnog nastavnog sadržaja, ali ne i kritičan, reflektirajući odnos prema tom 
sadržaju. Ovakav model ima za posljedicu da učenici nisu u dovoljnoj mjeri svjesni svojih 
mogučnosti u odnosu na smisao i mogučnosti građanstva i promjenu sistema sa autoritarnim 
strukturama. S druge strane, nedostatak demokratskog iskustva, pasivnost i apatičnost, koja se 
takođe može registrovati kod mladih, samo pospješuje održavanje konzervativnog i 
individualističkog pristupa pojmu građanstva.  
Polazeći od mojih opservacija odnosno iskustva učenika sa kojima sam razgovarala, želim 
pokazati da je njihova apatičnost prije svega rezultat a) socijalne, političke i ekonomske 
nesigurnosti te opšte društvene nestabilnosti koja ne daje prostor za optimizam, b) iskrivljene 
predstave o individualnosti i ulozi kritike, iza koje se krije jedan dnevni red koji nije u skladu sa 
opštim interesom društva. 
U svom radu dajem kratak pregled historije Bosne i Hercegovine, osvrčući se posebno na ratna 
razaranja u 1990-im i posljedice rata, a onda prelazim na samu temu istraživanja – 
demokratizacija društva i razvoj građanskog identiteta, kao jednog fleksibilnog i kontekstualnog 
oblika, koji moze doprinijeti premoščavanju etničkih razlika i stvaranju novih, zajedničkih 
pogleda na društvene izazove i interese. 
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Chapter 1 Introduction 
“The pendulum of BiH 
remains obstinately slanted in favour of the ideologues. 
For the good of the country and the future prosperity of its people, 
the pendulum needs to swing dramatically and quickly 
towards the interests of its children” 
(Stabback 2007:465 in Magill 2010:16) 
 
1.1. From Bosnia to Denmark and back to Sarajevo again 
During my high-school years I remember reading a novel about a boy who had lived most of his 
young life in England, but who was very much aware of his Pakistani roots. I remember the words 
which seemed to fit perfectly with my own emotions and reflections- “I´m like a door between 
two rooms”. These emotions were and are inexplicable as I do remember anything from the life 
my family and I lived prior to the war in Bosnia-Herzegovina, where I was born, but which 
nonetheless have influenced the choices I have made in life. When the war in Bosnia broke out in 
1992 and destroyed the lives of everyone who came across it, my parents left everything behind 
and fled the country in the hope of saving their two children. We arrived in Denmark as war-
refugees in 1993, along with thousands upon thousands of other Bosnian-Herzegovinians. The 
Kingdom of Denmark became my new home, my home away from home.  
I adapted well among my Danish school-mates and seemed to learn the Danish language and 
culture in no time, but my parents insisted that once inside the house we should speak Bosnian 
and stay updated with the news in Bosnia. I was a door between two rooms. 
I never rejected either of my two homes, they are both part of the person I am today. This became 
especially clear after my high-school graduation, when I had to decide which studies to pursue at 
university level. It became a question of acquiring knowledge and skills in a well-established 
educational system which values pragmatism, problem-oriented research and critical reflection, 
which I would later be able to apply within a Bosnian-Herzegovinian context. Growing up in 
Denmark has provided me with an understanding of the power of collective struggle, an 
appreciation of common goods and acts of social solidarity, and a fundamental fighting spirit 
against the injustices of society and for what one beliefs in.  
It is with this in mind that I keep returning to Bosnia, with a wish of making a difference for the 
ones who stayed behind to defend the country I had to leave, with a wish to, at least, point out and 
question the repressive tendencies that are destroying the potential of Bosnian citizens, and of 
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especially young people. Said differently, every visit to Bosnia-Herzegovina is not only a vacation 
in a country beautifully shaped by mountains, valleys, rivers, historical treasures and cultural and 
religious diversity-it is also a journey back home, saturated with emotions of sorrow and pride, of 
disappointment and hope.  
However, the thesis at hand is not an outcome of sentimental longing; it is rather based on the 
desire to keep the door between my two rooms open, both in terms of personal self-understanding 
but also with respect to further academic aspirations. With this follows an aspiration to put BiH 
back on the map of academic research, to focus on its future rather than a simple paraphrasing of 
its past.  
 
1.2. Problem-field and Problem-formulation 
Asking questions such as, “What kind of society do we live in?”, “What kind of society do we want 
to live in?”, and “What can we do to promote change?”  are ultimately related to the opening 
quote of this chapter as they not only break the culture of silence that is characteristic among the 
peoples and citizens of Bosnia-Herzegovina, but they also incite reflective discussions of future 
perspectives most desirable and expedient for the common good of the country and for the 
prosperity of its children. The citizens, individuals and groups alike, are then given a language of 
possibilities and they, arguably, come to see themselves as being capable of making a difference 
in their community and wider society.  
 
But if this is the ultimate goal, what then is believed to trigger this line of questioning in a BiH 
context to start with? Two equally important factors will be at the core of my answer to this 
question, namely citizenship and education.1 
Assuming that citizenship is not primarily defined by the passport one holds, but, more 
importantly, by the perceived rights and obligations of the society in which one lives and by the 
social relations one acts within. Gaining the right and competence to influence the development 
and issues of society which one may find interesting and important is achieved by democratic 
struggle and participation. This democratic conflict is not only of cardinal significance in terms of 
the further development of societal institutions and laws, but is also perceived as uniting and 
                                                   
1 Although much literature on citizenship uses the concept of “citizenship education” as a distinct component, I will 
throughout my thesis discuss citizenship and education as two equally important but separate segments, thus opening 
up for a discussion of how they mutually influence one another. This follows from an understanding of citizenship as 
not primarily the focus or outcome of one particular school-subject, but rather as affected and promoted by the norms 
and values characterising the educational culture of a particular school.  
Having said that, I do refer to “education for citizenship”, “citizenship education” and the like in the thesis, but 
primarily for the reason of making the sentences more varied and interesting. 
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empowering as it seems to encourage the articulation and attainment of common needs, goals and 
visions of a shared fate. However, in order for citizenship to be of value and effect, and in order 
for it to be a method of social inclusion, one must necessarily make the connection between the 
active participation of ordinary citizens and the functioning of a healthy democratic society. The 
aim of this thesis is to examine how a newly emerging democracy, in particular case the post-
communist and post-war Bosnia-Herzegovina, makes this connection and some of the 
impediments that slow down the democratisation process. In this sense, one can ask, considering 
the devastating destructions of the recent war, whether the citizens of Bosnia-Herzegovina have 
the strength and capacities for active democratic participation in their society. Although no one is 
blind to the injustice, the post-war insecurity and individual struggle for survival, results in a 
lethargic citizenry unable to articulate dissatisfaction and to bring about change. In other words, it 
does not make sense to mainly discuss citizenship in a Bosnian-Herzegovinian context in 
continuation of the dominant, Western citizenship approaches, as they would not fully cover the 
complexity of the Bosnian-Herzegovinian society. Rather, one must engage with the citizens of 
Bosnia-Herzegovina in order to gain an insight into their understanding of citizenship and of 
whether or not they personally believe they can make a difference. In old, consolidated 
democracies practices of citizenship are believed to be pressured, weakened and changing as, to 
some extent, a consequence of globalisation and increasing individualisation, whereas in newly 
emerging democracies such as Bosnia-Herzegovina it is first and foremost an issue of developing 
and cultivating amongst the citizens a conscious identification and understanding of themselves as 
being citizens in a society with not only corresponding rights and duties, but also values, attitudes 
and opportunities that encourage participation. This not only contextualizes the thesis at hand, it 
also points out the situated nature of democracy and citizenship.  
 
Unlike most recent literature on Bosnia-Herzegovina which deals primarily with the historical and 
political aspects of the recent war, in terms of especially its background and human and political 
implications (see e.g. “The Heirs of War”(2010) by Birthe Weiss; “Bosnia: Faking Democracy 
after Dayton”(2000) by David Chandler; “We, the citizens of ethno-polis” (2007) by Asim 
Mujkić), the aim of this thesis is to discuss the obstacles and disincentives to civic- and social 
engagement in terms of the traditionally held assumptions of participation in society and the 
authority structures that uphold and reproduce these norms and standards of behaviour.  
In this relation, an examination of the school-system is of particular relevance. Again, the 
approach to the education system in Bosnia-Herzegovina has been very much influenced by 
recent war, in that researchers primarily attempt to show how the (political) war is continued in 
the schools e.g. with the establishment of the ethnically divided so-called “two schools under one 
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roof” or the politicized teaching of history in three different ways and, ultimately, what challenges 
this poses to a peaceful and stable co-existence (see e.g. Bukovica-Gundersen 2008; Clark 2010; 
Kasumagić 2008, Magill 2010). However, assuming an active and critical understanding of 
democratic citizenship, I will throughout this thesis argue that citizenship skills and attitudes 
should be facilitated through the education-system by a promotion of citizenship as a learning 
process which not only stresses cognitive competencies, but also discourses of (individual as well 
as collective) empowerment and opportunities of participation (Delanty 2003:602). Understanding 
the educational culture and traditions of a society illuminates the nature of the schooling young 
citizens receive and, hence, the assumptions they come to hold about the world they live in and 
about themselves as citizens of this world. In this relation, I will argue that there is a difference 
between, on one hand, educating for good, decent behaviour and moral character traits and, on the 
other hand, education that prepares young people for active participation, political awareness, a 
commitment to social justice and to be confident enough to articulate their critical opinions. As 
will be illustrated, students in Bosnia-Herzegovina do not perceive themselves to be capable of 
making a difference in their school, let alone in their wider community. I will argue that this is 
due to the traditional form of education with an authoritarian relationship between teachers and 
students during and outside of class; with a reliance on a “banking pedagogy” that revolves 
around a passive transmission and memorization of knowledge, students come to internalize 
values and habits that, consequently, sabotage their critical reflection.  
How does this approach to education ultimately influence the understanding of citizenship in 
Bosnia-Herzegovina? What kind of skills, knowledge and values are preferred in a democratic 
society? How do young BiH come to perceive themselves as citizens and the corresponding 
possibilities and/or obstacles for active participation? In order to answer these questions I have 
stayed at a Sarajevo-based high-school, Prva Bošnjačka Gimnazija (First Bosniak High-school, 
henceforward PBG), for approximately a month. During my stay at PBG I conducted observations 
of class-teachings and two focus-group interviews with student representatives from each class. I 
consciously targeted the students, as I am primarily interested in their perceptions of and 
experiences with citizenship participation within their school-setting. Hence, this dual approach 
will bring about a) an examination of internal political efficacy, i.e. to what degree the students 
believe they are, as a result of the knowledge and skills they acquire in school, capable of 
understanding and influencing issues of interest, and b) an discussion of external political 
efficacy, i.e. to what degree the students feel the authority structures of the school and the wider 
society are responsive to their needs and demands. In this sense it is relevant to note that young 
people are not perceived as being “not-yet citizens” or “becoming citizens” (see e.g. Hart 2009), 
as this is assumed to be an exclusive and developmental approach to citizenship, which stresses 
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what they cannot do rather than what they can. By leading young people to assume a passive 
spectator position, one cannot expect young people to take on another, more active, role in the 
future.  
In continuation of this line of thinking, I stress the need to move beyond the tendency to examine 
civic engagement and socialization through the use of standardized social science research-
methods and approaches, e.g. voter turnout, surveys on the political climate, statistics of 
association-membership and the like, and rather take into account the voice of young people, 
inciting them to express their values, aspirations, doubts and perceptions of their surroundings. In 
this connection, I would like to express my gratitude to the students of PBG for sharing with me 
their thoughts and opinions. 
 
Summing up, the main purpose of this thesis is to examine how the dominant citizenship roles and 
opportunities in a Bosnian-Herzegovinian context are produced and re-produced within societal 
authority structures such as the school, and how other forms of citizenship can be promoted in 
order to swing the pendulum towards the interests and future prosperity of the Bosnian-
Herzegovinian citizens. 
 
As such, this thesis aims to answer the following problem-formulation:  
 
What kind of skills and values does the education system in Bosnia and Herzegovina facilitate 
young people with, and how does this come to influence their citizenship opportunities and 
attitudes?  
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1.3. Thesis composition 
The master thesis at hand is composed of a personal engagement in Bosnia-Herzegovina, an 
academic interest in the areas of citizenship and education and an objective to promote 
(normative) debate in and about BiH that looks towards the future of the country instead of its 
past. Furthermore, it is worth noting that although the thesis is based on an interdisciplinary 
ground, namely psychology and social science, I will not go over the different components of the 
subject-matter in distinct psychological and social scientific sections, but will rather aim at giving 
each chapter and sub-section a more compact and integrated character.  
 
Having presented the problem-formulation and the driving force behind it (Chapter 1), I go on to 
setting the scene in Chapter 2. Starting by accounting for the main understandings of citizenship, 
I seek to present the key-arguments which shape this thesis. Once we have an understanding of 
the theoretical framework and the kind of approach to citizenship and education that will be 
applied throughout the thesis, it is important to gain an insight into the historical and socio-
political conditions within which citizenship will be discussed. On that account, following the 
theoretical introduction is a brief introduction to the Bosnian-Herzegovinian context, i.e. its 
communist heritage and the bloody acts of war shaping its nearest past; the present state of a post-
conflict, ethno-political, newly emerging democracy; and its future hopes directed towards EU. It 
is important to maintain an appreciation of the situated nature of democracy and citizenship, 
which is why the main purpose of this chapter is to contextualise the discussion of citizenship 
within Bosnia-Herzegovina. 
Chapter 3 accounts for the high-school context at which I have conducted my field-work and the 
qualitative methods applied for the gathering of empirical data. Following my research-question I 
seek to examine attitudes related to citizenship of the Bosnian-Herzegovinian youth i.e. their 
individual understandings and perceptions of a good citizen, as well as how their norms, values 
and actions are shaped by the societal institution that is their high-school. Furthermore I use this 
chapter to reflect on philosophy of science, the implications of doing research in one’s own 
culture, the actors within the research-setting and the role of research in general. 
 
Being that the problem-formulation is constituted of two questions, I have decided to structure the 
analytical chapter, Chapter 4, in two equally important sub-sections. The first section (“Norms 
and Praxis of Education”) will analyse how education practices shape the knowledge and skills of 
young BiH citizens, whereas the second section (“Citizenship as Doing Good rather than Political 
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Good?”) discusses how high-school students understand citizenship in Bosnia-Herzegovina and 
especially how they perceive their abilities to act as citizens.  
In the first part of the analysis (4.2) I will primarily discuss the teaching-methods and interaction 
form as observed during my stay at the Prva Bošnjačka Gimnazija in Sarajevo. Said differently, I 
observe not what is being taught to the students, but how it is being taught in order to gain insight 
into the kinds of skills and competencies the youth is being equipped with. It is with the 
development of the right skills and attitudes that the youth gains confidence in their own ability to 
act successfully as citizens in the society. An insight into the educational objectives and the 
overall teaching methods observed in the high-school context is a necessary precondition in order 
to proceed to the second part of the analysis, i.e. to understand the youth’s particular perception of 
citizenship in Bosnia-Herzegovina and the citizenship-roles available to the students. On that 
account, this second part of the analysis (4.3) will begin by discussing how the authority 
structures of the school-setting influences the individual students, their feelings of external 
efficacy and their perceptions of rights and obligations. Following then is an examination of the 
second key-dimension of citizenship, i.e. participation, and how the particular opportunities for 
participation available to BiH citizens in general and young people in particular, ultimately 
culminates in that active participatory citizenship is replaced with a passive and apathetic stance. 
The last part of this sub-section discusses the aspect of citizenship and identity, by pointing to 
democratic citizenship as providing a plurality of self-images and purposes.  
 
The concluding reflections of Chapter 5 will answer the problem-formulation of this thesis, 
arguing that despite the many diverse challenges facing Bosnia-Herzegovina in the context of 
citizenship and education, Bosnian-Herzegovinian youth should not abstain from neither their 
right to express themselves in the ways they see fit, not from their obligation to work towards the 
betterment of the society they live in. Having said that, I do not believe that the entire workload is 
on the youth of BiH, but will rather argue that seeing how the rushing through the signing of the 
Dayton Peace Agreement has had serious implications on the entire post-war education system, 
the next step must be to acknowledge the pressing need for reforms in the education system. To 
begin with, the primary role of education as aiming to prepare, enable and encourage young 
people for active participation in different spheres of society, is seriously neglected in cases where 
education is primarily used to reproduce the traditional and excluding norms, values and 
structures of a society.  
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1.4. Delimitation 
When outlining the elements and structure of the problem-field, some aspects are inevitably 
abandoned. In this sense, giving an account of what aspects have been de-selected, and why, is 
important for the overall understanding of the subject-matter. 
 
In terms of methodological reflections, I decided not to conduct qualitative interviews with any 
authority figures in or outside of the school-setting. One might assume that speaking with e.g. the 
teachers or the Director of the high-school, or even with the ministry of education in Bosnia-
Herzegovina would have provided the thesis with interesting perspectives to the relation between 
democratic citizenship and education in BiH, or different view-points to which I could have 
compared the arguments posed by the students. However, seeing how my primary aim was to give 
a voice to the young people of BiH and to discuss methods and norms of education primarily from 
their point of view rather than the idealized and standardized approaches of, e.g. their teachers, 
interviews with authority figures seemed unnecessary and inexpedient.  
On the other hand, conducting individual interviews with some of the students would have been 
suitable as a follow-up on some of the questions which were raised and/or not answered in detail 
during the focus-group interviews. This, however, was not possible due to the very limited period 
of time I stayed at the PBG. In this relation, the students participating in the focus-groups were 
each given the opportunity to read the transcripts and to comment on them by e-mail, which not 
only is a requirement according to the advocates of critical theory (i.e. the Frankfurter school), it 
also provided a space in which the individual student could express his/her opinions perhaps more 
freely and in more detail. 
 
Another element I choose not to discuss in this thesis is multiculturalism. This concept has been 
widely analysed and discussed, and is perceived to be intimately linked to research on democratic 
citizenship. In literature dealing with the Bosnian-Herzegovinian context, the notion of 
multiculturalism usually denotes the pre-war positive inter-ethnic relations, such as mixed 
marriages and the idea of “brotherhood and unity”(translated from “bratstvo i jedinstvo”) which 
was a popular slogan of the Communist Party of Yugoslavia, or the negative devaluation of 
multiculturalism as a result of post-war intolerance and hate. In her master thesis on citizenship in 
Bosnia and Herzegovina, Gundersen (2008) discusses citizenship in a close relation to 
multiculturalism (referring to, amongst others, Will Kymlicka), but mainly in a negative form, i.e. 
as something not yet existing and as mainly exclusive of other ethnicities and cultures. In order 
not to get tangled up in this very complex discussion of the BiH socio-political reality, I have 
decided not to deal explicitly with the notion of multiculturalism. On that account, it was 
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ultimately a decision of highlighting the citizen identity of the students rather than their ethnic and 
religious affiliations, which was made clear to the students at the beginning of each focus-group 
interview. By stressing the significance of identifying oneself, first and foremost, as a citizen, the 
peoples of BiH will focus their attention to problems of unemployment, unresponsive political 
and social institutions and other societal structures that reproduce patterns of injustice. In this 
sense, by outlining citizenship in the terms of multiculturalism one risks being distracted by 
notions of “us” and “them”, cultural tolerance etc., and as such come to disregard the 
unresponsiveness of societal structures which affect all ethnic groups equally. In her book on 
political socialization of Israeli and Palestinian youngsters, professor Ichilov (2004), argues that it 
is in the process of dealing with common issues and problems that post-conflict citizens can be 
expected to “facilitate the inculcation of a strong civic identity that would bridge social partitions, 
and enable competing groups to cooperatively  pursue common goals”( p. 156).  
 
A third concept often juxtaposed with citizenship is civil society. However, I choose to disregard the notion 
of civil society as I believe that the subject-area would be too complex and vague, especially in regard to 
young high-school students who are perhaps unfamiliar with what the notion of civil society includes. 
Furthermore, as argued by Roberto Belloni (2001) in his article “Civil Society and Peacebuilding in 
Bosnia and Herzegovina”, BiH citizens tend to perceive efforts to introduce civil society as 
“offensive” and “bizarre and alien”, as the term is “associated with “civilized” and thus perceived 
as an international attempt to “educate” Bosnians” and, hence, does not take into account 
Bosnian history and society (p. 169). In order to avoid this misinterpretation, I choose rather to 
speak of citizenship. 
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Chapter 2 Theoretical framework and Background chapter - 
Contextualising citizenship in Bosnia-Herzegovina 
 
Education cannot take place in a vacuum.  
It is necessarily conducted in particular  
social, political and cultural contexts.  
The schools…cannot therefore avoid transmitting 
 some norms which are culturally distinctive  
in that they selectively favour  
some beliefs, practices and values 
(McLaughlin & Juceviciene 1997:25) 
 
2.1. Introduction to chapter 
The aim of this chapter, following McLaughlin’s argument, is to provide a general insight into 
some of the social, political and cultural contexts that have shaped Bosnia-Herzegovina and 
consequently the beliefs, practices and values that are to be found in the educational system. In 
other words, this chapter will show how the political and social contexts have influenced and 
continue to influence the meaning of and potential for citizenship in BiH. This is not meant to be a 
historical overview or a listing of the “who”-s and the “what”-s in the strictest sense. Rather it is 
an attempt to appreciate the situated nature of democracy and citizenship in general and to 
understand the Bosnian-Herzegovinian context in particular. More specifically, this chapter will 
briefly account for the Bosnian-Herzegovinian context in terms of the historical experiences of 
communism and the war in the 1990´s, the present post-war challenges, and its future perspectives 
and hopes. The focus will continually be on what impact these social, political and cultural 
conditions had and continue to have on the education of young Bosnian-Herzegovinians. 
In order to provide a contextualization of citizenship and education in BiH, I have to start off by 
accounting for the particular theoretical understandings of citizenship and education that are at the 
core of this thesis and which set the scene for an understanding of the forthcoming introduction to 
BiH, the conducted fieldwork, as well as the analysis and discussion. Again, the point is not to 
give a full overview of the different discourses within citizenship and education, but rather to 
argue for a participative, critical-reflexive, substantial notion of citizenship and education. With 
the risk of creating artificial dividing lines, as the ideas forming my theoretical framework are 
closely interlinked, this theoretical background chapter is made up of key-concepts and arguments 
selectively procured from a large variation of relevant literature enabling a critical analysis and 
discussion of the dominant understanding and practice of citizenship among Bosnian-
Herzegovinian youth. 
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2.2. Theoretical framework 
2.2.1. Citizenship 
There is general agreement among the various citizenship-theorists that citizenship is comprised 
of three different dimensions, namely status (as in rights and obligations), identity (as in cognitive 
and emotional affiliations) and participation (as in patterns and abilities of action). And there the 
agreement usually ends. Which dimension is arguably most important in a democratic society is 
defined according to which ever tradition or theorist one can concur most with. With respect to 
this, the argument goes, and I nod concurringly,”The way we define citizenship is intimately 
linked to the kind of society and political community we want” (Mouffe 1992:25). It would be easy 
enough to proffer a bland definition, but to do so risks suppressing citizenship’s contested nature” 
(Lister 1997:17). 
When discussing citizenship, the British sociologist T.H. Marshall, is mostly referred to. Marshall 
is most noted for his essay-collection “Citizenship and Social Class” (1949) in which he argues 
for an evolution of rights (civil, political and social) acquired through citizenship. Without going 
further into detail with his arguments, I wish to distance my understanding of citizenship from the 
“passive” one proposed by Marshall in which the citizen gains access to “passive entitlements” 
and is perceived of as primarily a rights-bearer, typical of the liberal citizenship model, as this 
does not add up with the notion of citizenship as I image it. The idea of citizenship states, in the 
words of Dr. and political philosophy lecturer at the University of Groningen Pieter Boele Van 
Hensbroek (2010), that “one cannot be a citizen alone” and that it automatically includes “the 
idea of co-citizenship, involving inter-subjectivity, shared problems and shared commitments” (p. 
324). Following this line of argument, prof. of Sociology and Political Thought Gerard Delanty 
(2002) conceptualizes citizenship through the processes by which it is formed and given meaning, 
arguing that, “As a learning process, citizenship takes place in communicative situations arising 
out of quite ordinary life experiences” (Delanty 2002:65 in Vega & Boele Van Hensbroek 2010: 
250). From this one can conclude that the underlying framework of this thesis is a substantive 
approach to citizenship. Delanty (1997) distinguishes between four models of citizenship, two of 
which are formal (the liberal rights model and the conservative model of duties) and two which 
are substantive (the participatory model and the communitarian model). The latter two are 
substantive in that they consider participation to be an active process and not something that can 
or should be reduced to duty (pp. 289-291). Although this active dimension to citizenship is 
common, the participatory model and the communitarian model differ in other relevant aspects 
worth noting.  
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Communitarianism originated as an opposition to the liberal citizenship model and is made up of 
several different strands.2 Of the different versions of communitarianism, the citizenship-approach 
that has most resemblance to the one proposed in this thesis, is civic republicanism. In sum, civic 
republicanism argue for positive freedom, i.e. instead of negative freedom which maintains the 
right from something, civic republicanism propagates a positive freedom and hence the right to do 
something. Further, this civil republicanism or civic communitarianism holds an ideal of politics 
as public engagement by which politics are brought out of the state and into the public sphere 
(Delanty 2010:63). However, in general, communitarianism has been widely criticised for its 
inherent rather conservative, “nostalgic” and “anti-political” assumption of citizenship as being 
primarily about participation in the form of voluntarism and other moral sentiments and civic 
virtues in a culturally neutral civil society (Delanty 2010:63,70; see also Moosa-Mitha 2005:373).  
In contrast to this view of the role of the individual citizen, so-called social movement research 
(Delanty, 2010) propagates a more participatory model of citizenship. Its emphasis on a 
processual concept of society, which is defined by social practices and action rather than by an 
existing set of structures and values, suggests a constructivist understanding of both society and 
citizenship participation. Further, social movements are inherently social, as opposed to cultural 
and political movements, as their objective is social transformation. In this understanding the 
expressivist individualism is replaced with the notion of personalism and thus the argument that 
the individual self is shaped through participation in community and in the pursuit of collective 
goals (pp. 96, 99). What is particularly interesting and relevant in relation to the forthcoming 
contextualization of citizenship in Bosnia-Herzegovina, is the idea, implicit in the politics of new 
social movements, “that the search for an alternative society is connected with everyday life and 
the mobilization of the resources of the life world” (p. 95). 
Relating to this mobilization of the life world, one can argue that participatory citizenship has as a 
precondition a set of democratic norms and values, some degree of resources and individual 
motive. In terms of motives for participation, professor at political science at Örebro University 
(Sweden) Erik Amnå lists six individual motives for active citizenship participation. Namely: 
1. Obligation (One ought to) - Basically, voting is the minimum requirement- a small effort 
that maintains civic self-esteem and a way in which everyone can contribute; 
2. Importance (I have to) - Not to be understood as compulsion in the formal sense, but 
rather a strong internal feeling for something at that particular moment and concrete event;  
                                                   
2 Delanty (2010:57-69) distinguishes between liberal communitarianism (e.g. Sandel and Walzer); radical pluralism 
(e.g. Young, Benhabib, Lister); civic republicanism (e.g. Putnam, Barber, Bellah et al.); governmental 
communitarianism (e.g. Etzioni). 
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3. Ability (I can) - Refers to the importance of having confidence in individual resources and 
ability to make a difference. This dimension has strong socio-economic patterns, in that 
education and background are factors that promote self-confidence; 
4. Demand (I’m needed) – Stresses the significance of recruiting or inviting to action. The 
individual has to feel needed by someone else; 
5. Effectiveness (It works) – The individual citizen not only has to understand the problem, 
but must be able to see an effective path to addressing the problem at hand; 
6. Meaningfulness (It gives) – The feeling that one gains something meaningful (e.g. fun, 
social relationships, training, knowledge etc.) is important as engagement involves 
sacrifice, at the very least in the form of time. 
Amnå argues that individuals acquire experiences, knowledge, values, skills, interests etc., which 
form a set of “stand-by characteristics” or a “preparedness to act” and which are activated by one 
or several of the mentioned motives (Amnå 2010:196-199). 
 
Following the arguments proposed by Amnå, the citizenship understanding I here argue for also 
takes into consideration the resources needed to participate. The definition of resources span from 
basic human preconditions for physical and economical safety, to the social and political capital, 
knowledge and skills one needs in order to enter the democratic game. The salience of discussing 
resources is evident; an active use of resources, skills and knowledge is what distinguishes the 
participant citizen from the passive one. However, I argue that whether or not citizens put their 
acquired knowledge, skills and resources into play is very much determined by the cultural and 
societal context they live in, i.e. their understanding of democratic values and norms of 
participation in society and their belief in that their participation will make a difference. In an 
article discussing Bourdieu´s somewhat unknown concept of political capital, Schugurensky 
(2000) writes that what separates “active” political citizens from “passive” ones is a) distribution 
of capital and b) division of political labour. In Bourdieu´s own words, 
“The concentration of political capital in the hands of a small number of people is something that 
is prevented with greater difficulty—and thus more likely to happen—the more completely 
ordinary individuals are divested of the material and cultural instruments necessary for them to 
participate actively in politics, that is, above all, leisure time and cultural capital”. This results in 
a division of political labour by which, ”politics has become a monopoly of the professionals” 
and the role of the ordinary citizen is limited to vote at elections and loyally and unconditionally 
delegate power to their politician (Bourdieu 1981:172 in Schugurensky 2000:3). This is very 
much also a characteristic of the so-called ethno-polis used to Bosnia-Herzegovina discussed in 
this chapter. 
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Another type of capital of vital importance to citizenship is social capital, most widely discussed 
by Robert Putnam (1993; 2000; 2002; 2007). The concept of social capital arises from the 
assumption that the social networks and relationships within which people participate are valuable 
to democratic citizenship as they not only provide the basis through which people are able to 
pursue their individual goals, but they also have potential to facilitate social cohesion. In other 
words, social capital is said to benefit the society as it can improve democratic structures and 
practices, provide the basis for a stronger and more diverse social society, enhance the level of 
innovative thinking through better forms of information etc. With respect to the individual, 
participating in social networks with one’s co-citizens produces benefits in the form of more 
choices and opportunities, higher levels of confidence and trust3 as well as empowerment in 
social, political, economic and cultural matters (UNDP 2009:17-19).   
Ultimately, in order to sum up the citizenship understanding framing this thesis, I again point to 
Delanty and the argument for a substantive, participatory, contextualized citizenship that is more 
than ever defined as a continuous learning process. Danish professor Hanne Warming (2011) 
sums up, “According to Delanty, cultural citizenship flourishes- or is damaged- in and through 
everyday practices. Thus children’s (as well as other people’s) citizen identity is a continuous 
learning process rooted in participation in the social practices of a given community” (p. 129).  
 
2.2.2. Political efficacy; internal and external 
The above conceptualization of citizenship is highly related to the generally unknown concept of 
political efficacy. By accounting for this concept separately, I wish to move beyond the 
preliminary and general remarks provided in the previous section by pointing out that the 
participatory citizen presupposes two, equally important, dimensions, namely internal and 
external efficacy.  
Campell et al. introduced the concept of political efficacy in 1954 in the book titled “The voter 
decides”, and defined it as,  
“(…) the feeling that individual political action does have, or can have, an impact upon the 
political process, i.e. that it is worthwhile performing one’s civic duties. It is the feeling that 
political and social change is possible, and that the individual citizen can play a part in bringing 
about this change” (Campell et al. 1954:187 in Amnå et al. 2004:4).  
                                                   
3 ”Trust” is another concept widely discussed in relation to democracy and citizenship as it is perceived to be a vital 
precondition for active participation in the society, as it both motivates and demands action. It is for this reason that 
especially communitarians worry about the low degree of trust in society. With this being said, one could also argue 
that lack of trust is not necessarily an undesired feature of a democratic society, as e.g. voluntarism has an inbuilt 
distrust of the market or/and government providing all the solutions and answers.  
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Differing from the word “efficiency”, which denotes a focus on the end result, “efficacy” is 
characterised by a focus on the process. It was originally defined in one-dimensional terms, 
whereas today it is estimated that it contains two separate dimensions, internal and external 
efficacy. 
 
The notion of internal efficacy is important in relation to participatory citizenship as it defines the 
individual’s internal and psychological belief regarding his/her own competence to understand 
and make a difference in societal matters (Amnå et al. 2004:4). With reference to Schugurensky 
(2000:6-9), it is possible to list, at least, five dimensions which are regarded a precondition for an 
active participation in society. Namely, factual and procedural knowledge of political processes 
(1); competencies such as a critical-analytical perception, ability to interpret and understand social 
issues (2); attitudes which motivate and sustain participation, such as e.g. confidence, persistence, 
interest, trust in democratic processes (3); distance to power which refers both to the objective and 
the symbolic distance between the citizen and the ones in power (4); and personal resources which 
are especially assessed in the form of time and economic capital. Basically, internal efficacy 
denotes the competencies and confidence necessary to make yourself heard in matters which have 
an effect on you or those relevant to you (see e.g. Lister 1997:39; Jennings & Niemi 1974:124). 
The degree of internal efficacy appears to be crucial in determining whether and how a citizen 
will choose to participate in societal issues (Amnå et al. 2004:17-18). 
However, as argued by especially the British feminist and political theorist, prof. Carole Pateman 
(1971), there is another dimension to citizenship which influences participation to the same degree 
as the knowledge, skills and attitudes that form the psychological internal efficacy- namely the 
notion of external efficacy. Parallel to the psychological confidence, the active citizen has (or has 
to have) a cognitive belief that decision makers will listen to citizensʼ opinions, i.e. that the 
political system will be responsive to the efforts of individuals and collectives. Pateman argues 
that scholars seem too concerned with internal efficacy, and thus take external efficacy for granted 
by not considering that, “under some circumstances even opting out of the political process could 
be a logical response” (Pateman 1971:298). In this respect, the two dimensions of political 
efficacy are highly interlinked as the image of self as being effective is intimately related to the 
image of the government as responsive to the citizens. However, before one sets out to influence 
the decision making processes of politicians, the individual participates in other spheres of 
society, the so-called authority structures such as the home, school, workplace, from which the 
individual generalizes their experiences of responsiveness and opportunities to participate. In 
relation to the educational context, the argument thus goes that if the individual student feels that 
they have a chance to participate and to influence decisions in their class-room and/or through 
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student-councils then they will be more likely to see the political sphere as offering similar 
opportunities (Almond & Verba in Pateman 1971:301). One could argue that this argument 
negates the general assumption that efficacious parents instinctively produce efficacious 
offspring, i.e. that political efficacy is inherited- at best it can be said to be a “weak predictor of 
student efficacy” (Jennings & Niemi 1974:127-128). The salience of these arguments should be 
seen in relation to the fact that the high-school students I have based my empirical findings on 
can, to some degree, be characterized as sons and daughters of the Bosnian-Herzegovinian elite 
with high ambitions and equally high opportunities to succeed in life (see chapter 3). Thus, 
disregarding the perceived efficacy of their parents, the aim it to question the studentsʼ self-
estimation as to whether they have any say in the authority structure that is their high-school. An 
examination of these specific attitudes of citizenship, i.e. their experiences and degree of internal- 
and external efficacy, will indicate what kind of knowledge, attitudes and values is promoted and 
taught in the school which influences the kind of citizen they will be in the future.  
 
2.2.3. Education 
The pluralism of identities, norms and behaviours that is characteristic for a democratic society 
should also be traceable to the educational system, which, according to professor of Sociology of 
Education at Tel-Aviv University Orit Ichilov, “in a democracy is expected to afford individuals 
with choices concerning their futures” (Ichilov 1990:22). She argues further that “the schools 
should expose youngsters to the full range of citizenship patterns, enabling them to adopt the one 
that suits them best” (Ibid). Unfortunately, this is rarely the case. Rather, the estimation of the role 
of education seems to take one of two approaches, the consensus- or the conflict approach (Lauder 
et al. 2006). The consensus approach is related to an understanding of society as a social 
organism, in which different institutions serve different functions in creating and maintaining 
social unity. Thus, the role of education is to socialize children for their future adult roles as 
workers and citizens, by giving them “both the means to life and the meaning of life” (p. 8). On 
the other hand, a conflict approach to education argues that education reproduces social class 
differences and serves the interests of the ruling class by legitimizing the dominant ideology and 
inequalities (p. 10).  
 
In contrast to both these views, Delanty puts forward a different argument stating that education 
should be based on a notion of learning as necessarily involving, “cognitive processes that allow 
information to be combined in different ways to provide a subject- individual, a group, a society- 
to have a capacity for action (…) In this way, learning entails empowerment or the capacity of a 
subject to reproduce itself. To be emphasised, then, is the processual nature of learning which is 
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an open process defined in movement rather than in finality” (Delanty 2003:600). Following this 
line of argument, one could then argue that educating young people for a life in democracy is best 
achieved if it not only a) enables them to acquire knowledge, but also b) facilitates opportunities 
to reflect on identity and personal choices and c) puts emphasis on developing the skills and 
competence necessary to effect change (Fogelman 1997:204). 
 
However, in a study conducted by Westheimer & Kahne (2004) we learn that although a high-
school works towards the development of democratic principles and commitments, in praxis it 
turns out different. “Different” here does not imply that the result is non-democratic, but rather 
that the result is not fully democratic. In their article “What Kind of Citizen? -The Politics of 
Educating for Democracy”, Westheimer & Kahne examine the variety of ideas about “what good 
citizenship is and what good citizens do” and argue accordingly that “the narrow and often 
ideologically conservative conception of citizenship embedded in many current efforts at teaching 
for democracy reflects neither arbitrary choices nor pedagogical limitations but, rather, political 
choices that have political consequences” (p. 237). They distinguish between three different 
citizen types; the personally responsible citizen, the participatory citizen, and the justice-oriented 
citizen. 
 
Table 1 accounts in detail for the three ideal-types, as seen in Westheimer & Kahne (2004:240). 
       
Personally 
Responsible 
           Citizen       
 
Participatory 
Citizen 
 
     Justice Oriented     
              Citizen 
 
 
 
 
 
      
DESCRIPTION 
 
Acts responsibly in 
his/her community. 
 
Works and pays taxes. 
 
Obeys laws. 
 
Recycles, gives blood. 
 
Volunteers. 
 
 
 
Active members of 
community 
organizations or 
improvement efforts. 
 
Organizes community 
efforts to care for those 
in need, promote 
economic development 
or clean-up 
environment. 
 
 
Critically assesses social, 
political and economic 
structures to see beyond 
surface causes. 
 
Seeks out and addresses areas 
of injustice. 
 
Knows about democratic social 
movements and how to effect 
systemic change. 
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Knows how 
government agencies 
work. 
 
Knows strategies for 
accomplishing 
collective tasks. 
 
 
 
     SAMPLE 
ACTION 
 
 
 
Contributes food to a 
food drive. 
 
Helps to organize a 
food drive. 
 
Explores why people are 
hungry and acts to solve root 
causes. 
 
 
           CORE        
     
ASSUMPTION    
 
To solve social 
problems and improve 
society, citizens must 
have good character; 
they must be honest, 
responsible, and law-
abiding members of the 
community.  
 
 
To solve social 
problems and improve 
society, citizens must 
actively participate and 
take leadership 
positions within 
established systems and 
community structures. 
 
 
To solve social problems and 
improve society, citizen must 
question, debate, and change 
established systems and 
structures that reproduce 
patterns of injustice over time. 
 
 
Needless to say, that a greater emphasis on one of these ideal types does not preclude the 
promotion of the others. The different categories do not account for the different strategies which 
teachers use in their classrooms to arrive at a democratic ideal, but rather they are telling about the 
variety of understandings of the democratic ideal itself. By educating young people to assume the 
role of the personally responsible citizen is to stress the connection between the good society and 
the individual’s good character, which is identified through responsibility, honesty, integrity, self-
discipline, hard work and the like. On the other hand, proponents of civic engagement are more 
likely to value the participatory citizen and consequently to focus on equipping students with the 
skills and knowledge needed to engage in and plan collective efforts which are perceived as 
developing e.g. trust and social networks in a community. This vision for democratic citizenship 
is the one most people can relate to. The least commonly pursued perspective for citizenship 
education is what Westheimer & Kahne call the justice-oriented citizen. Following a diverse range 
of theoretical and curricular arguments, this term implies that democratic citizens should call 
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attention to the structural problems in society by critically analysing and addressing social issues. 
The justice-oriented citizen shares the values of the participatory citizen in terms of the emphasis 
on collective action in the community, but is less likely to perceive civic virtues and voluntarism 
as ends in themselves, and more likely to engage in social movements in order to effect societal 
change (p. 242). Educating young people for this kind of citizenship necessarily implies that the 
students are not presented with fixed set of truths but are rather engaged in informed analysis and 
discussions of social, cultural and political issues through which they learn from different 
perspectives. 
With respect to the thesis at hand, these differing conceptions are relevant in terms of 
contextualizing citizenship by analysing the ways Bosnian-Herzegovinian students perceive the 
strengths and weaknesses of their high-school and society, as well as their understanding of their 
own roles and opportunities as citizens. Their beliefs, perceptions, understandings, visions and 
criticisms are, to a large degree, a result of their socialization and education which they receive 
daily for four years at their high-school. Their high-school, on the other hand, is an institution in a 
specific Bosnian-Herzegovinian context and is thus inevitably a product of the social, political and 
cultural conditions of said society. Thus, arguably, the type of citizen these young students turn 
out to be, with matching attitudes and competencies, is to a large extent a result of the citizenship 
understanding present in their educational- and societal context. 
 
 
2.3. Bosnia-Herzegovina: Experiences, Challenges and 
Perspectives 
Bosnia and Hercegovina (BiH) is situated in the western part of the Balkan Peninsula in south-
eastern Europe, and has a population of approx. 4 million, with Sarajevo being its capital city. 
Largely due to its position on a major trade route between Europe and Asia, at the intersection of 
Islam and the Catholic and Orthodox branches of Christianity, the Balkan region has a long 
history of cultural, linguistic and ethnic diversity, and of conflict and conquest. Today BiH is 
considered a multi-ethnic state (although one might argue that its peoples have the same ethnic 
origin), in which religious affiliations, rather than lingual and cultural differences, determinate the 
boundaries between “ethnical” groups and have an indirect impact on the potential for and 
understanding of citizenship. In addition to the three officially recognized “constituent peoples”-
Bosniaks (i.e. Bosnian Muslims), Croats and Serbs- there are 17 national minorities in BiH. 
Adding to the list, post-communist and post-war BiH is now considered a newly emerging 
  22 
democracy which further challenges the country to develop democratic norms, values and 
behavioural patterns by providing the population with the skills and knowledge necessary to be 
productive, self-reliant and participatory citizens. In the words of Sarajevo-born Dr. Igor Štiks, a 
post-doctoral research fellow at the School of Law, University of Edinburgh (UK), 
 “Observers of Dayton Bosnia rarely miss a chance to single out the curiosity and uncommonness 
of the country’s constitutions and function. The underlying assumption is, of course, that a more 
or less ethnically, culturally or linguistically homogenous and unitary nation-state is “normal”, 
and therefore the norm. Indeed, one rarely finds a political arrangement which is comprised of 
one state, two entities, one district and three peoples” (Štiks 2011:255).4 
Logically then, one must face the fact that this highly unusual relation between the existing 
legislation and political visions for the country a) makes it next to impossible to create a unified 
definition that can fully elucidate the complex nature of the citizenship regime in BiH (Sarajlic 
2010:13) and b) explains why there is no state-level ministry of education in BiH, but rather 13 
ministries of education (two at entity level, ten at cantonal level, and one at district level) and thus 
practically 13 separate education budgets. With this in mind we now go on to examining how the 
political, social and cultural conditions have shaped the meaning of and potential for citizenship in 
Bosnia-Herzegovina. 
 
2.3.1. Communism (1945-1990) and War (1992-1995) in BiH 
The popular knowledge of Bosnia-Herzegovina, even today, is limited, and I will therefore give a 
brief presentation of the country´s development from the Second World War until now.  
As a former republic of Marshall Josip Broz Tito’s (1892-1980) Socialist Federal Republic of 
Yugoslavia, BiH was characterised by a citizenship regime with a bifurcated nature, which 
granted Bosnian citizens a federal (Yugoslav) and a republican (Bosnian) citizenship 
simultaneously. This republican citizenship “played an almost insignificant role in the everyday 
life of the Yugoslavs”, but became crucial after the break-up of Yugoslavia as it was the main 
criteria for the initial political, social and economic inclusion or exclusion (Štiks 2011:249). Prior 
                                                   
4 In November 1995 the war in BiH was brought to an end by the signing of a peace agreement between the main 
parties. The General Framework Agreement for Peace, also referred to as the Dayton Agreement, was negotiated in 
Dayton, Ohio (USA) and signed in Paris (France) on December 14th. The Dayton Agreement influenced, and 
influences this day today, the formal and informal constitutive frameworks of BiH. Namely, following the Agreement 
BiH today has two entities, namely Federation of Bosnia-Herzegovina (FBiH) in which the majority is comprised of 
Bosniaks and Croats, and Republika Srpska (RS) in which Serbs are the majority. It also has a separate, ethnically 
diverse, district (Brčko Distrikt), under the administration of the international community. Furthermore, the FBiH is 
made up of 10 cantons, whereas RS has a centralized government. See appendix 1.  
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to the break-up of Yugoslavia and the war, BiH was characterised by a great degree of voting, 
community action, membership in associations and the like.  However, as a report from United 
Nations Development Programme in BiH (UNDP) from 2009 states, “the impetus for these 
activities came largely from the government and, as such, they were top-down rather than bottom-
up initiatives” (p. 59). This is consistent with the following overview of characteristics generally 
applicable to the former communist countries. Namely, among the population there was a general 
lack of experience with public discourse, a low degree of involvement in politics and conflicting 
notions of what should be regarded public and private. Consequently a sense of social 
responsibility was underdeveloped, whilst a traditional reliance on state paternalism and political 
elites prevailed (Fogelman 1997:203). Furthermore, in the words of the Italian political 
philosopher and former communist leader Antonio Gramsci, there was an observable tendency in 
communism describable as, “the withering of all individual activity; the passivity of the mass of 
members; the stupid confidence that there is always somebody else who is thinking of everything 
and taking care of everything”, which resulted in that,  
“Disturbed by their conditions of absolute inferiority, lacking any constitutional education, the 
masses abdicated completely all sovereignty and all power. The organization became identified 
for them with the organizer as an individual, just as for an army in the field the individual 
commander becomes the protector of the safety of all, the guarantor of success and victory” 
(Gramsci 1921-1926:197 in Bourdieu 2003:174). As I will point out later on in the thesis, these 
political conditions affected, and affect this day, the educational system in Bosnia-Herzegovina, 
spreading passivity in the population as well as in the classroom. 
After the disintegration of Yugoslavia and right up to the outbreak of war in BiH, the citizens 
gathered in front of the Bosnian parliament in Sarajevo on April 5th 1992 to make, “a last attempt 
at preserving civic citizenship and civic solidarity” and to, “protest against the nationalist policies 
of the three main ethnic parties which were clearly carrying the country into a bloodletting. Their 
demonstrations were also an act of civic courage against Bosnian Serb paramilitaries loyal to 
Karadzic, who were already in control of some Bosnian cities and some Sarajevo 
neighbourhoods…”(Štiks 2011:253). While the BiH citizens were fighting to protect their homes 
and their citizenship identities, nationalist politicians saw Yugoslavia’s dissolution as an 
opportunity to “redraw “artificial” republican borders”. This not only caused a rapid 
deterioration of living conditions and a feeling of insecurity and fear for personal safety among 
the citizens, but it also forced citizens to ask themselves to which state they belong and owe their 
loyalty and thus whether they choose to stress their civic republican identity as citizens or their 
ethnic belonging. Arguably, ethno-nationalist politicians played on people’s need for security and 
safety following the break-up of Yugoslavia and pushed individuals into acting, not as citizens 
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but, as members of their ethnic group by disregarding any social, economic or other interest and to 
behave, “as if all members of the ethnic group were in the same social position”. On the night 
before the Bosnian War, one of the leaders of the Bosnian Serb paramilitaries stated that, “Serbs 
have been finally deprived of their Serb name, they have been made citizens, which they will not 
accept” (Ibid, p. 251, original emphasis; see also Džihić & Segert 2011:10). The sudden 
dissolution of Yugoslavia along with these political and military aspirations fuelled by extreme 
nationalism pushed forward the general “fear of becoming minority” which resulted in a violent 
and devastating fight to become the majority in the new states. In other words, “most ethnic Serbs 
and ethnic Croats started to perceive Serbia or Croatia respectively as their states, regardless of 
their places of residence. They refused loyalty to Bosnia-Herzegovina and hoped that their ethnic 
state’s borders would expand so as to encompass politically and legally their place of residence 
even if it were located in territories where they lived as a minority. These territories were to be 
conquered and ethnically “cleansed”” (Ibid, p.252). Following the ethnic fragmentation of 
Yugoslavia, Bosnia-Herzegovina was to pay the highest price in a devastating war with more than 
100.000 dead and several thousands refugees. 
 
In November 1995 the war was brought to an end by the signing of a peace agreement (the 
Dayton Peace Agreement) which aimed at promote peace and stability in BiH. Although its 
principal aim was to end the hostilities in BiH, it seems to have left the country with a chaotic 
legacy.  
 
2.3.2. Dayton Bosnia: Maintaining the status-quo  
There is no doubt that the recent war in BiH has left the country and its people scarred and 
damaged, and, in a variety of ways, fighting for survival to this day. The brutality of the war and 
the legacy of communism have changed the public attitudes and actions in such a way that it can 
best be described as, “increased disenchantment with politics, a general apathy, as well as a 
distinctive scepticism of citizens in political institutions and representatives”(Džihić & Segert 
2011:10). Džihić & Segert further argue that, since the population cannot rely on the state to 
provide support and social security in the form of common goods and social benefits, it naturally 
follows that, “the citizens need to concentrate on their own life and its protection” and are thus 
less focused on political participation (Ibid, p.10; see also Weinstein 2007:59). This of course has 
an influence on the development of social trust, social capital and similar attitudes that are vital 
for the efficient functioning of society. In an extensive report conducted by the United Nations 
Development Programme in BiH (2009), named “The Ties That Bind- Social Capital in Bosnia 
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and Herzegovina”, it is pointed out that, “political participation was associated with the joining 
of a political party in order to gain connections that can be utilised in exclusive ways. As such, 
the notion of political participation in BiH has a tendency to have negative connotations, rather 
than positive ones relating to empowerment” (p. 70). Stating further that despite the low levels of 
official membership and/or voluntarism, research results identify very high levels of “hidden 
voluntarism” that indicate a widespread “altruistic spirit” (Ibid, p.70). With respect to social trust, 
the general tendency points to BiH as being a “society built of strong ties, albeit ones primarily 
with family, together with other locally-based ties with friends and neighbours” (Ibid, p. 39). 
Although trust is essentially localised, the good news, one could argue, is that the low generalized 
trust is not primarily directed at other ethnicities but to all people one does not know personally.5  
The low levels of institutional and inter-subjective trust are evident in all spheres of the society, 
including the civil society and the role of NGOs. Following the liberal-pluralist conception of a 
civil society promoted by the international community, the focus in BiH has increasingly been on 
the quantifiable, numerical growth of NGOs. However, quantity does not necessarily imply 
quality. Critically assessing the civil society in BiH, Nebojša Šavija-Valha (2009) argues that 
along with politics and economy, the civil society in BiH is a “product of humanitarian, 
democratic and reconciling interventionism” from the side of the key political players of 
international community which results in a “hyper production” of NGOs. Šavija-Valha continues 
arguing that this “professionalisation” and “elitisation” of the civil society does not fulfil the key-
purpose of non-governmental organisations, as the “demands directed at the government are the 
demands of the elite, who does not have an insight into the needs of the citizen- or more precisely, 
“the citizens” do not really have an understanding of their “own needs” for which the NGOs 
fight” (p. 2; UNDP 2009:65). 
 
If the state does not seems to provide the necessary social services, security and protection, and if 
the general perception is that NGOs do not contribute to society-building and social justice, then 
as an unfortunate and dangerous consequence the ordinary citizens turn to other means of social 
bonding and other sources of rights, protection and identity found in the politics of the ethno-
nationalist representatives (Sarajlić 2010:14). What is worse, this kind of democracy, which 
undermines and challenges the principles of the individual as an abstract citizen and which creates 
a new type of ethnic democracy, is encouraged by and institutionalized in the constitutional 
framework of the Dayton Agreement. Professor at the Faculty of Political Sciences at University 
                                                   
5 The UNDP-report correctly points to the fact that although the level of generalized trust is very low in BiH compared 
with other European and Western societies, it is still not the lowest. Furthermore, this tendency can be explained with 
the fact that, “countries with a recent history of violent internal conflict or insurgencies have especially low levels of 
trust. In this sense the results for BiH are by no means unexpected or exceptional. It could be argued that they are the 
natural outcome of recent violence, continuing ethnic divisions and ineffective government” (UNDP 2009:40). 
  26 
of Sarajevo, Asim Mujkić, refers to this kind of democracy, in which procedural democracy is 
found only amongst the political representatives, i.e. “ruling oligarchies” of the main ethnic 
groups, as ethno-politics. In the book titled “We, the citizens of ethnopolis”, Mujkić argues that 
this, “ethnically-centred Dayton Agreement has become the main obstacle to the establishment of 
civil society in Bosnia and Herzegovina, and at the same time serves as a means of “ethnically 
disciplining the citizen of Bosnia and Herzegovina”. Instead of civic virtues, the new virtues have 
been brought to the fore- the ethnic virtues (Mujkic 2007:115). It should be noted here, that, 
following the Dayton Agreement, BiH introduced a two-tier citizenship which means that the BiH 
citizen posses both state and entity citizenship. Although similar to the practices of federal and 
republican citizenships during Yugoslavia, this dual version of citizenship in BiH today has a 
more exclusivist implication for the practice of citizenship rights and duties. As a consequence, 
feelings and practices of solidarity are located within ethno-religious affiliations rather than 
contractual relations between reflective individual citizens. This further reduces the role of the 
BIH citizen to reproductive and pseudo-political purposes, which in practice comes to mean that 
they should increase the biological mass of “us” and place a vote for “our” representatives in 
elections in order for the survival of the group. Mujkić points to how this is not only “parasitic on 
existing democratic institutions” as it “has no goal, vision or hope other than remaining in 
power”, but it also results in an introversion of the accumulated bitterness and frustration as the 
individual citizens cannot act upon them unless they want to be marginalized, trivialized and 
regarded as subversive (Ibid, pp. 119-120). Ultimately, passiveness and hatred take over, and, 
following the logic and excuse for political irresponsibility of ethno-national politicians, it is, “not 
only permissible but desirable to hate your society. For that society is imposed by others (the 
international community, so we should hate them) and is obstructed by others (the other ethnic 
groups, whom we hate anyway) (Ibid, p. 124). 
 
Another result of the Dayton Agreement is the implementation of the Office of the High 
Representative (OHR, see www.ohr.int/) whose function is to supervise and monitor the civilian 
aspects of the Dayton Agreement. The High Representative of the International Community, 
currently being the Austrian diplomat Dr. Valentin Incko who is the seventh High Representative 
in BiH, has the highest political authority in the country. The role of the OHR and the 
International Community has proved to be ambivalent, at best. Various observers of Dayton-
Bosnia point to the unintended results produced by the presence of the OHR and the international 
community. Arguably, it is a “democratic paradox” and inconsistent with the consolidation of 
democracy that the OHR can overturn decisions made by democratically elected politicians and 
impose legislation (Magill 2010:21) which can be said to not only maintain the status-quo through 
  27 
the uninterrupted “political irresponsibility of local leaders” (Belloni 2001:166) but also creates a 
“culture of dependency” among the BiH citizens who expect the international community to solve 
all problems for them. This consequently reduces the BiH citizens to passive recipients of 
citizenship rights which are granted and protected by the international community and 
unintentionally undermines local incentives for more substantive democratic participation (Guzina 
2007:225). Do these tendencies add up to a definition of Bosnia-Herzegovina as a newly 
emerging democracy, or rather, as a mere electoral democracy?  
In their article ”Lessons from ”Post-Yugoslav” Democratization: Functional Problems of 
Stateness and the Limits of Democracy”, Džihić & Segert (2011) describe BiH as a mere electoral 
democracy by which is meant, “a regime of elite governance endowed by a certain support from 
the citizens but without any ambition of the ruling elite to increase the quality of democratic rule” 
(p. 1). Although there is a constitutional adherence to a democratic rule, the dominant influence of 
elite groups further diminishes the already low level of participation of ordinary citizens. The 
Latin notion of “fides implicita” comes to mind. Fides implicita, literally “implicit faith” or “blind 
faith”, denotes a general readiness to subject one’s convictions and beliefs to an authority. It does 
not refer to the intellectual processing of and dedication to personal values, but rather to a 
declaration of blind confidence and devotion to a person or/and institution. In the words of 
Bourdieu,  
“The fides implicita, as total and comprehensive delegating of power through which the most 
deprived people grant, en bloc, a sort of unlimited credit to the party of their choice, gives free 
rein to the mechanisms which tend to divest them of any control over the apparatus” (Bourdieu 
2003:174). One might pessimistically wonder what is to become of the young people living in a 
country in which change and the adherence to democratic principles is left to the good will of 
power-thirsty ethno-nationalist politicians and in which the political participation of ordinary 
citizens has been discouraged through much of the country’s recent history? How will these 
children and young people learn to mobilize in the name of public good rather than just their own, 
immediate self-interests?  
While not discounting the assumptions and impacts of a conflict-based approach to the education 
system, this author holds that the potential for critical reflection and empowerment of the BiH 
youth lies in the facilitation of knowledge, opportunities and skills through the formal schooling 
systems. Unfortunately, education in Bosnia-Herzegovina has been, and is to this day, a strict 
transmission of biased knowledge and values, which leads to an understanding that, “(…) the 
preservation of social identity is a critical dimension in how these schools function” (Weinstein et 
al. 2007:67). In everyday practice this has resulted (in some parts of the country) in the 
establishment of segregated schools, i.e. the so-called “two schools under one roof” in which the 
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classes and breaks are scheduled in such a way that the children of two different ethnic groups do 
not even meet in the hall-way let alone are taught the same history lesson (see e.g. Bukovica-
Gundersen; Clark; Kolouh-Westin). Said in other words, the politicising of the educational system 
ensures that the status-quo is not threatened or disturbed. From a citizenship perspective it is bad 
enough that the quality of education has been largely degraded during the war, and that the post-
war educational consequences are severe,6 but it is unacceptable that schools and education are 
exploited for the physical and intellectual separation of young people, thus fuelling prejudice and 
stereotypes which then, further, lead to, “the impoverishment of the future Bosnian and 
Herzegovinian nationals as citizens of Europe” (Pašalić-Kreso 2008:359 in Clark 2010:352). 
Further evidence for the controversial nature of education in BiH is provided by the fact that any 
attempt of educational reforms made by the international community meets resistance from nearly 
all sides and seems to further contribute to the fragility of the country. Namely, plans of removing 
offensive or “inflammatory” material from textbooks only contribute to the politicisation of 
discussion about education from the very beginning, and thus remove focus from “other much-
needed, non-political reforms such as teacher-training, standards and assessment, and skills-
focused curricula” (Perry 2003:33-48 in Magill 2010:46). Furthermore, the idea of educating 
young people for critical thinking and open debate meets resistance from especially parents and 
teachers, who fear that introducing this into the class-rooms would lead to violence. The good 
news is that, although students share same fears as the adults, they seem more open to the 
possibility (see e.g. Weinstein et al. 2007:64).  
Some might argue and criticise the attitudes and arguments proposed in this thesis as rather naïve, 
inexperienced or even unscientific, but the emphasis on and belief in educating Bosnian-
Herzegovinian youth for critical and participatory citizenship is grounded in a refusal to nurture 
the already widespread “narcissism of minor differences”7 and in the confidence of the argument 
stating that, “If education can function to inflame hatreds, mobilize for war and reach acceptance 
of injustice, it can be used also as a powerful tool for the cultivation of peace, democratic change 
and respect for others” (Warshauer Freedman et al. 2004:226 in Clark 2010:352). 
                                                   
6 Kolouh-Westin (2004) points to the establishment of “war schools” during the hostilities in 1992. She explains that, 
“They could be in cellars, private homes or restaurants wherever students could gather. (…) The abridged curricula, 
the shortened school year, heating problems, the drop-out rate, low teacher status and insufficient school equipment 
have had a negative impact on the quality of education”. In order to compensate for the lost lessons during the war, 
school-children in BiH today are given more home-work and often have school on Saturdays. This has a very negative 
and dangerous impact in the form of drop-out rates, social equality and/or grade repetition as, “few parents have the 
knowledge required to assist their children, nor can they pay the fees for private tuition. Teachers and students rush 
through the syllabi without practising, implementing or studying it in depth” (p. 498) 
7 Clark (2010) discusses the way the three constituent peoples of BiH emphasize and maintain the differences between 
them (whether lingual, traditional, religious, cultural or other) by referring to Freud’s concept of the “narcissism of 
minor differences”. Namely, Clark rightly argues that despite the fact that, “the differences between these languages 
are minimal, and regardless of which of three “languages” people speak, they can all understand each other without 
any difficulties”, divisions are artificially created and solidified to remind people of their mutually exclusive 
differences (p. 350). 
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2.3.3. Future of “pride” or “hope”? 
It is not necessary to be gifted with an ability to predict the future in order to understand that the 
future of Bosnia-Herzegovina rests on a “game of (backward-looking cultural) “pride” versus 
(forward-looking economic) “hope” and that, “in the absence of some overarching constitutions 
of a political space mediating between the two and of compelling reasons for economic hope, the 
longing for “pride” is bound to hold sway””(Offe 1996:63 in Kolouh-Westin 2004:496). 
In this section I add up the past experiences and present challenges of BiH in order to better under 
stand the future perspectives of its citizens. 
In February 2002, The European Union appointed the OHR as the EUʼs Special Representative in 
BiH, which denotes the fact that the country is unofficially a “potential candidate” for EU 
membership and that the focus is shifted from Dayton implementation to EU integration 
processes. Although a significant majority of the population sees the country’s future within the 
EU, the question remains whether they are ready to work for and towards the necessary changes, 
as newly emerging democracies face the challenges of a) providing the skills and training 
necessary to make people productive and economically self-sufficient, b) supporting values of 
self-reliance, i.e. non-reliance on the government and c) establishing habits of participation 
(Staeheli, internet-source). 
Arguably it is in relation to these challenges that the discourse on the importance of civil society 
is increasing among the international community present in BiH; rather, as economic incentives, 
establishment of joint institutions and refugee-return proved unsuccessful, it becomes clear that 
the solution is to facilitate the citizens of BiH with society-building capacities that will not only 
bring about societal and individual benefits, but will also downplay the ethno-nationalist grip on 
the country (Belloni 2001:166). I agree with the observers of BiH that civil society cannot solve 
all problems. Although it is an important factor in a democratic society, it cannot solve the 
underlying ambiguities of Dayton, cancel the dangerous separation of the country in ethnic 
territories or allocate the resources needed for provision of services (Ibid, p.178). This specific 
context of BiH necessarily calls for a revision of the role of the international community. 
Conceivably, working with the assumption that the OHR will not terminate its presence in BiH in 
the nearest future, Guzina (2007) points to the pessimistic future perspectives awaiting BiH unless 
the international community comes to terms with that,  
“Hence, the more international community opens itself to “pragmatic” considerations in the 
region, the more it legitimises the exclusivist nation-building projects against which it has fought 
all these years. In the end, despite ten years of relative quiet, Bosnia is still not at peace with 
itself. Rather, it remains a house divided between its citizens, local ethnic entrepreneurs and the 
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international representatives in the region, each with their own different and competing vision of 
what a “right” institutional arrangement for Bosnia and Herzegovina should look like” (p. 231). 
Following this line of argument, Mujkić (2007) argues that the international community should 
stop wasting their time (and the time of BiH citizens?) trying to accomplish a “consociational 
balance” between the ethno-nationalist representatives, but should rather work towards 
introducing liberal democratic values with a focus on the rights and duties of the individual (p. 
118). The future perspectives of BiH are then perceived to be either the path of nationality or the 
path of citizenship. I have throughout this chapter tried to account for the negative consequences 
of the high degree of nationalism observed in BiH, as well as providing an understanding for the 
necessity for participatory and critical citizens in a democracy. Delanty describes the distinction 
between citizenship and nationality as being about the balancing of inclusion and exclusion. He 
argues that, 
“Strictly speaking, citizenship entails inclusion while nationality involves exclusion: citizenship 
defines the internal relationship of the individual to the state and the nationality defines the 
external relationship between states with respect to their citizens: one is a British national as 
opposed to a French national, but one is a British citizen because one has certain rights within 
the British polity” (Delanty 1997:287). Although it is impossible to compare the British and 
French models with the complexity of the Bosnian citizenship model, one might argue that the 
possibility of having any hopes for the future presupposes that the population of Bosnia-
Herzegovina considers themselves as BiH citizens than primarily as members of an ethno-
nationalist group seeking to, in the words of Sarajlić (2010:26), unite with “cross-border ethnicity 
based homeland projects”.  
 
This thesis aims at examining to what extent young high-school students regard themselves as 
BiH citizens, and to what extent the education system provides the necessary opportunities to 
participate as efficient citizens. As will become evident through the analysis of the gathered 
empirical material (which is presented in the following chapter), the arrangement of the education 
system has always served to adjust the teaching of citizenship to the dominant power, or, that it 
has, in the words of Delanty (2007), “served to separate insiders from outsiders, and allied to 
nationality, it has been a core component of projects of cultural homogenization”. However, 
following Delantyʼs argument of the Europeanization of citizenship, one could argue that the 
necessary political space mediating between backward-looking pride and future-looking hope 
becomes possible when citizenship has been unleashed from the project of the state (p.70). By 
loosening the bond between education and the political agendas, it becomes evident that societal 
changes happen through participation, i.e. an active citizenship, and through the necessary 
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processes of conflict. Without some degree of conflict and resistance, new ideas and forms of life 
cannot be fully legitimised (Brochmann 2003:22). 
The future perspectives of BiH should not be based first and foremost on the transcending of 
ethno-national differences- I will argue that this will follow when the widespread insecurity of the 
BiH population is minimised by the provision and correct functioning of state services and when 
the ingrained passivity of the ordinary citizens inherited by the communist past is invalidated and 
overturned by active and critical citizenship. Like anywhere else in the world, so to in the 
Bosnian-Herzegovinian context, the future democratisation process is characterised by a learning 
process. In the words of Wacquant (2004), 
“(...) democracy is best conceived not as an affirmative state of formal equality, equal capacity or 
shared freedoms- but as a historical process of negation of social negation, a never ending effort 
to make social relations less arbitrary, institutions less unjust, distributions of resources and 
options less imbalanced, recognition less scarce” (p. 11, original emphasis). 
 
 
Chapter 3 Empirical data and Methodology  
3.1. Introduction to chapter  
In relation to the research-question of my thesis, one should consider the nature of human 
attitudes. These are said to consist of both an individual and a social function; at the 
individual level attitudes help the individual to understand and interpret the world, whereas 
attitudes on a social level express the subjective norms and values and thus have a function of 
social categorisation. When using this term, one to a certain extent believes that, 
“…individuals poses internalized and more or less stable attitudes, which nevertheless can be 
moulded by experience and actions” (Christensen 2002:173). Following my research-
question, I seek to examine attitudes related to citizenship of the Bosnian-Herzegovinian 
youth i.e. their individual understandings and perceptions of a good citizen, as well as how 
their norms, values and actions are shaped by the societal institution that is their high-school.  
For this purpose, I will approach the research-question from both the perspectives of social 
psychology and of social science. This interdisciplinary perspective will, hopefully, enrich the 
analysis and discussion of citizenship in an educational context. One should note further that 
these two perspectives are subjected and predisposed to a qualitative-critical reasoning, i.e. a 
wish to undertake a qualitative study from a critical approach. This gives my interdisciplinary 
research a common ground, illustrated through the following four statements: (1) the 
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individual is (always, already) located in society; (2) the individual is (at least partially) 
positioned within systems of difference/inequality; (3) power is linked to language and 
representation/discourse; (4) research should aim to challenge oppression and promote social 
change (Gough & McFadden 2001:10-16). Hence, in this thesis I advertise for a social-
science and a social-psychology that gets involved in “society”, adopting a particular stance 
on different issues.  
This will be reflected throughout this chapter which will account for methods applied for the 
gathering of empirical data, reflections on theory of science and a discussion of the role of 
research in general. Rather, asking and answering illustrative questions, this chapter presents 
What is perceived to be knowledge and scientific (theory of science), Where the research 
takes place (context), How the empirical data is collected (methods), and Who is part of the 
research-project (researcher and co-researchers). 
 
3.2. What is perceived as knowledge? 
Questions concerning theory of science usually revolve around ontological and 
epistemological issues, which, slightly simplified, attempts to answer, ”How do we know what 
we know about what is?” (Olsen 2003:13). Or, said differently, whether the social world 
should be perceived as existing outside the individual’s consciousness or if rather it is 
constructed by the individual (ontology), and which methods are more suitable 
(epistemology) when studying this world.  
Apart from the already mentioned critical-theoretical perspective and the social constructivist 
approach to research and knowledge, there are many different traditions, ranging from e.g. 
interpretivism, hermeneutics and realism, to more specific understandings within these 
frameworks. In this section of the chapter I will reflect on my understandings of knowledge as 
being situated, based on empirical findings and as related to power, as well as on qualitative 
criteria for scientific knowledge as being reflexive, transparent and interesting. 
 
3.2.1. Knowledge as? 
When speaking of knowledge as situated it is in terms of a contextualisation of the research-
processes, the data collected and the final analysis. Arguably, the researcher must be aware of 
that there are three features to talk and text, namely variability, construction and function 
(Gough & McFadden 2001:53). Basically, the research-data collected should be analysed in 
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respect to the fact that how the informants talk and act in the research-setting varies 
depending on their perception of the situation and of what is expected of them and with what 
purpose in mind do they answer the questions in a specific way.  
Furthermore, it is important to examine and/or gain an understanding of the social, political 
and cultural conditions that have an effect on one’s informants and thus on the research in 
general as well. In continuation, social-science and social-psychology alike study the societal 
conditions and norms, and how individuals and groups interpret and respond to them 
(Christensen 2002:158-159). When discussing the notion of citizenship in the context of 
Bosnia-Hercegovina, professor at the Institute for Geography at University of Edinburgh, 
Lynn Staeheli poses a relevant argument, saying that,  
“What seems to be rather straightforward- teaching basics of civics, democracy and the values and 
behaviours associated with citizenship-inevitably has to confront the histories that children, parents 
and teachers have lived. Many traditions of democracy implicitly assume a universality or that 
democracy and citizenship are build around core elements and core principles that are unchanging 
from place to place, from context to context.” (Staeheli, internet-source, p.2). 
 
Apart from perceiving knowledge as situated, the requirement within qualitative research for 
contextualising one’s research can be related to knowledge as based on empirical findings. 
This is not to say that knowledge is untrue or that research is irrelevant if it is not grounded on 
quantitative- and/or other empirical findings. Rather this is to say that the theoretical analysis 
should be in a dialectic relation with what takes place in the real world. This form of research 
also takes into consideration how the researcher influences the research from the very 
beginning, namely through, what professor of psychology at Oslo University Hanne Haavind 
refers to as, pre-understandings- which then can be personal, academic and/or as a critique of 
earlier empirical and analytic findings. These pre-understandings are then reflected upon, 
challenged and altered during the research-process. Arguing further, Haavind points to how 
research becomes grounded in specific life-worlds when the research-question is based on 
what “strikes you” as a researcher or what is “in” at a specific time. In this way, the research 
can be said to be both specific and searching in nature i.e. it is empirically grounded (Haavind 
2000:181). 
Such an approach to knowledge and research is necessary especially when doing research 
within a culture known to the researcher, i.e. when the researcher needs to base the analysis 
on empirical findings and not just an intuitive understanding. In this thesis I will regularly 
quote my informants and refer to their individual perception of things, as using these daily 
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terms proposed by the informants will, hopefully, give credibility to the final analysis (Olsen 
2003:8).  
 
Following a critical approach to research and knowledge, it is also inevitable to speak of 
knowledge as power. The German philosopher, Jürgen Habermas, argues that a social-
scientific (which can be said to also include discourse-analysis and critical social psychology) 
epistemology is emancipative and liberating, as their function is to enable the individual 
and/or group to reflect critically on the normative and conditioning nature of society, and thus 
acknowledge that they are ideological and thus changeable. This further reflects the stance 
that science and knowledge cannot claim to be neutral or value-free (Christensen 2002:158), 
or in the words of feminist-thinkers that,”the sphere of meaning-making cannot be ignored as 
non-political or “private” (Hart 200: 646). Consequently, I am aware of not portraying my 
research-data and analysis as the right or final answer, being that I recognise the constructive 
nature of research. Furthermore, it is necessary to reflect upon knowledge as power in terms 
of the Bosnian-Hercegovinian citizen and the paradox of the educational system that has to 
produce submissive as well as a critical democratic citizenry. 
In respect to, my understanding of, knowledge as context-dependent, necessarily based on a 
dialectic relation with the “real” world and related to power, I will follow the Danish critical-
psychologist, Ole Dreier’s argument that knowledge is, “selective and particular whether or 
not the findings are general” (Dreier 2006:22). 
 
3.2.2. Scientific criteria for knowledge... 
The criteria for qualitative research criteria are numerous and each one could be discussed 
individually in much detail. I will limit myself to discussing shortly the criteria of scientific 
reflexivity and transparency, and the somewhat peculiar criteria stating, that research should 
be interesting. 
Scientific knowledge or research is evaluated according to the criteria of reflexivity, which, 
somewhat simplified, refers to the extent to which the researcher reflects upon his/her 
background, perspectives, point of departure and the like (Gough & McFadden 2001:19). 
Using a term already mentioned, reflexivity refers to the personal as well as academic pre-
understandings which the researcher brings into the research-processes. Selma Bukovica-
Gundersen, a Bosnian living in Denmark like myself, puts forward the argument that it is an 
advantage when the researcher is rooted in two cultures, being that it is in the tension field 
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between the two that pre-understandings and other truisms are revealed and thus reflected 
upon (Bukovica-Gundersen 2008:21; also Olsen 2003:03). I believe this form of reflexivity to 
be very relevant and helpful when the researcher seeks to minimize any form of bias.  
 
For research to be scientific it must seek to meet the criteria of transparency. This means that 
the researcher must describe the reflections and decisions of the research-process as detailed 
as possible, thus ensuring that others can trust the empirical findings as well as the final 
analysis. Said somewhat jokingly, it is a matter of conducting the field-work and later analysis 
as if though other researchers are constantly looking over your shoulder. In this respect, one 
could consider it necessary to not only include transcriptions of the recorded focus-group 
interviews but to translate them from Bosnian as well. However, I have decided not to 
translate the full transcripts to English due to lack of time and the overwhelming work-load 
this would be; rather I will translate the quotes I use directly in the analysis. 
To further secure the transparency of the thesis at hand, I include my informants, having them 
read the transcripts and giving them a chance to change what I had misunderstood. Some 
argue that it is not a requirement to let one’s informants have the same opportunity with 
respect to the final analysis as it is expected that they might not agree with it. However, as 
social-scientists within the Frankfurter School argue, it is required that they at least get a 
chance to read it. One can agree or not, with when and to what extent informants should be 
able to give feedback, however including them as such is a necessary consideration and/or 
basis when ensuring the transparency of research. 
 
In terms of the somewhat peculiar claim that scientific knowledge should be interesting, I 
refer to a scientific article by Henning Olsen, published in Nordisk Pædagogik. Olsen presents 
two equally important methods of quality assurance within qualitative research, namely by 
way of securing the criteria of the scientific craft i.e. meeting requirements for scientific 
knowledge such as the ones discussed above, and, secondly, ensuring the communicative 
quality of the research-data and research-analysis. The latter is concerned with whether the 
research provides the material and opportunity for interesting discussions between relevant 
conversational partners, especially those within academic circles. Following Olsen’s 
argument, it is possible that the study at hand is scientifically accurate but at the same time 
somewhat uninteresting, boring and failing to provide any new scientific insights. What is at 
stake here is not necessary the development of a new theory, rather it is a call for research to 
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be conducive to description of previously unknown phenomena as well as to challenge 
theories and knowledge that have hitherto made claims upon neutrality (Olsen 2003:14). 
 
3.3. Where does the research take place?  
In qualitative research it is considered important to contextualise one’s research, that is, to 
identify the research-setting and how this may have an effect on research-results and the final 
analysis.  
For the purpose of investigating citizenship in an educational context, it is rather suitable that 
my fieldwork is situated at a high-school, being that, “…the education system is clearly an 
important component, as schools are used to promote a vision of the country’s history and to 
train the students who will emerge from their studies with a particular set of skills capable of 
acting on that vision.”(Staeheli, internet-source, p.5).  
I conducted my fieldwork at a high-school in Sarajevo called Prva Bošnjačka Gimnazija (First 
Bosniak Highschool, PBG in further references).8  
PBG is centred at the heart of Sarajevo, surrounded by churches and mosques, a catholic-
centre on one side and a music academy on the other, coffee-shops and diners. From the 
outside one would not think of it to be a high-school, but once inside you are greeted by the 
janitor at the door, the national- and school flags, the cameras letting you know that you are 
watched and watched over, and the sweet atmosphere of busy teenagers in their school-vests 
moving from one class to another always greeting you politely. It is a private high-school, and 
one can tell it is a competitive school by the weekly updates of this and that student achieving 
this and that place/medal at this and that tournament. One might even say that it is an elitist 
high-school, as the student profile consists mainly of children of the highly educated, rich and 
famous or just well-connected. Furthermore, these students were at the top of their elementary-
                                                   
8 In BiH the educational system has three levels: 1) primary education, 2) secondary education, and 3) higher 
education. Primary education is free and compulsory for all children aged 7-14 and lasts for 8 years. Secondary 
education in BiH is provided by general and technical/vocational secondary schools (gimnazija or stručna škola), 
and studies last for 3 or 4 years. Most children in BiH start school when they are 6-7 years old and finish high 
school when they are 18-19. Students who have graduated from general secondary schools (Gimnazija) get the 
Matura and opt to enroll in any faculty or college after passing a qualification examination given by the 
institution while students who graduated from technical schools get a Diploma. Higher/tertiary education in BiH 
is comprised of 8 universities and some 90 faculties, which are treated as higher education establishments, and 
art academies. Under the new law, university education is organised according to the system of transferable 
points and has three levels: 1) The undergraduate courses typically last for three to four years and bring 180 to 
240 ECTS points. Upon the completion of the undergraduate courses, students are awarded the title of Bachelor 
of Arts or Science; 2) Postgraduate courses, which last for two years, carry 120 ECTS points and award the 
degree of Master of Art or Science; 3) PhD courses can be taken after completing a postgraduate university 
course. They typically last three years, and the academic title of Doctor of Science or Doctor of Arts is awarded 
upon completion. 
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class finishing with straight A´s. However, it is important to mention here that although these 
high-school students have all the right preconditions for “making it in life”, there is a greater 
number of children and youth in BiH who are still very affected by the war (see e.g. 
Kasumagic 2008), who live in areas where it is nearly impossible to develop the skills and 
attitudes necessary in a multi-cultural, democratic society (see e.g. Bukovica-Gundersen 2008) 
and who in general lack positive expectations concerning themselves, others and their future. 
Thus, it is easy to conclude that the PBG-students that constitute my empirical data are not to 
be considered fully representative of the situation in Bosnia-Herzegovina. I say “fully” for the 
reason that they have shown great understanding for the problems in their country and the 
same insecurity (that can be found among youth in other parts of the country) regarding their 
future. These reflections have an impact on the research-results as my informants are not the 
average student or have a “normal” background. In terms of citizenship one might say that 
they have better resources and/or specific preconditions for understanding societal institutions 
and –processes by way of their parents.9 
 
Despite these reflections I decided to gather my empiric-data at PBG, following both practical 
and normative reasons.  
In terms of practical reasons it is worth mentioning that I started out with wanting to include 
at least two more high-schools. However I refrained from this after realising that the aim of 
my master-thesis was not to compare citizenship across high-school contexts,10 that it would 
not be possible to say something general based on 2-3 high-schools, and that it would be 
nearly impossible to successfully collect the empirical data and transcribe them afterwards for 
a single researcher. Furthermore, I decided to make use of the fact that prior to my master 
thesis I spent a semester as an intern at PBG. At this point in time I got familiar with the 
students and with the administration and, perhaps more importantly, they were used to having 
me around. This proved to be especially important when presenting my research-question for 
the high-school administration and when asking the students to participate in a focus-group 
interview as well as being present during their classes. In other words, to a large extent they 
                                                   
9 However, although the social status, profession and wealth of their parents does have a certain effect on the 
students, it has been pointed out by Jennings & Niemi (1974) that in terms of the acquisition of democratic 
citizenship skills and attitudes, the family background has only a secondary effect. In their words, “Whereas little 
prior knowledge or experience is necessary for children to “receive” the party identification of their parents, the 
acquisitions or development of such orientation as political efficacy, cynicism, cosmopolitanism, and good 
citizenship is not only a more diffuse process but also much more learner-initiated” (p. 134, emphasis added). 
10 Although this is a possible and relevant research-area, being that, arguably, there is a big difference between 
different kinds of high-schools, e.g. vocational as opposed to a gymnasium, and the way students are shaped and 
taught in multi-cultural and multi-religious high-schools. 
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had gained trust in me and they were not affected by my presence. Furthermore, during the 
internship I had conducted an analysis of my preliminary observations of class-teachings for 
the high-school principal, which again shows that I had gained her trust and that she was open 
for my findings and conclusions, even though I came from the outside (both in terms of my 
academic background and in terms of where I was raised). 
In terms of more normative reasons, PBG is an interesting research-setting due to more than 
one reason. Because PBG is already very focused on promoting a specific understanding of 
the BiH history, of good behaviour and good education,11 it is interesting to enter such a(n 
elitist) high-school in order to get a picture of how future leaders, professors, citizens etc. are 
shaped by these specific understandings. Furthermore, and perhaps even more importantly, 
doing research in such a setting using qualitative methods and giving voice to the students can 
be considered as an opportunity to promote and/or provoke critical and reflective thought on 
their specific context, education, identity etc. In continuation of this, it could be argued that 
conducting focus-group interviews and observations of class-teaching is to gather empirical 
data from rather artificial research-settings as obviously the school is not the only social arena 
within which the individual moves and by which he/she is influenced. Having said that, I 
believe that a focus on the high-school context is suitable in order to provide an answer to the 
research-question, seeing how I seek to examine the discursive formation of future citizens 
within the educational system, and not e.g. the family or work. 
 
 
3.4. How is the empirical data collected? 
Collecting empirical data using qualitative methods is possible in numerous ways, depending 
on the researcher’s understanding of science.  
Without assuming an interpretivist object-oriented stance, the focus of critical research on 
discourse often amounts to an examination of “texts”, which either already exist (e.g. articles, 
education policy documents etc.) or are produced by the research process (e.g. interview 
transcripts, observation log-book etc.). The applied methods for collecting data vary from 
interviews, focus-groups, observation, diaries etc. Also, as opposed to more traditional, 
quantitative and/or mainstream approach to scientific research, the critical researcher seeks to 
be involved within the research-setting (Gough & McFadden 2001:17). 
                                                   
11 The high-school motto is engraved in the assembly-hall, at the homepage and any other documents, stating as 
an imperative: “Strive to achieve a virtue of deeds”. 
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If one should shortly account for the stages of my field-work it would be relevant to note: 
- High-school: Prva Bosnjacka Gimnazija, Sarajevo (BiH).  
Homepage: http://www.bosnjackagim.edu.ba/   
- Conducting field-work during April 4th-29th 2011. The first two weeks of my stay I 
conducted observations. On April 27th-28th, I conducted two focus-group interviews. 
- Time, place and language: While observing the 1st grade class 1.b, I followed them for 
two weeks, sat in the back of the class and did not participate in their class-teachings. With 
respect to focus-group interviews, they both lasted between 1½-2 hours, and took place in an 
available and undisturbed office. Also, both interviews were conducted in Bosnian. 
- Informants: Observational studies are based on a 1st grade class (1.b). The class has an 
equal number of boys and girl, aged 15-16. Focus-group interviews were conducted with 
class-chairmen of all four grades, in total 18 students (of which were 7 boys and 11 girls), 
aged 15-19. 
 
3.4.1 Observations of class-teachings 
As previously mentioned, during my internship at PBG I have participated in class-teachings 
(occasionally as the teacher but mainly as an observer), which has given me general insight in 
the functioning of a class, the role of the teacher and the applied teaching methods. Thus, 
upon returning to PBG to conduct my field-work, I had already gained some understanding of 
my research-setting which was useful when formulating hypothesis and as a red-thread when 
focus became blurred. Namely, doing field-work in another country and culture12 can run the 
risk of relativism where every detail is considered equally relevant leaving the researcher 
behind with a thick description of the research-setting, but with little to say conclusively. 
Need less to say, that it is equally important to stay open-minded and reflexive as a researcher 
and to stay on “top of things” in terms of the research-process.  
 
In relation to choosing who and what to observe, following reflections and decisions were 
made prior to the actual contact with the object of observation. I decided not to observe a 4th 
grade class, being that they spend most of their time preparing for graduation. Also, 
considering the fact that by the time the students are in 2nd and 3rd grade they are already 
                                                   
12 Even though I am a Bosnian by name, language and culture, I am very much affected by the Danish culture 
and my Danish education. 
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socialised within the high-school culture and are perhaps not as reflexive of the prevailing 
norms within the classroom and of what is expected of the students by the teacher. Hence, by 
the method of exclusion, I decided to observe a freshmen class. I followed the 1st graders for 
one school-week, all day, every day, observing all of their classes. Although shy at first, after 
spending a whole day with them they relaxed around me, saying “hi” in the hallways and 
including me in their jokes and the like. They were kind to pick me up at the pedagogue’s 
office if I was late, write up their schedule and let me know if there were any changes that I 
was not aware of. I had become a part of their class, seeing that at first I ended up sitting at 
the end of the class and by myself whereas later the students sat next to me and had me sitting 
next to them. Whilst conducting field-data at PBG I did not spend time with the students 
during breaks; at that time I did not consider it necessary as they had shown 
acknowledgement of my presence in their class and as I primarily sought to observe the 1st 
graders during class-teachings rather in social contexts. However, looking back now I would 
have spent time with them outside classes, as this would have been a great opportunity to ask 
them to reflect on their perceptions of class-teachings and the like. 
 
During class-teachings I primarily paid attention to input and output indicators, thus 
observing not primarily the curriculum and what was taught, but rather the teaching-methods 
and how learning was expected to occur.  
Input indicators, arguably, refer to the educational culture. Namely, the classroom climate 
(open or closed); methods the teacher applies when teaching; methods the teacher applies 
when assessing the students; participation in and influence on the classroom; participation in 
and influence on the school and on the community through school.  
On the other hand, output indicators are illustrative of the more general outcomes of the 
educational process. Hence, when observing what is taught and in which way the students (are 
expected to) respond to it, one might asses: Skills, e.g. critical reading, - listening and – 
writing, debating, empathy; Values e.g. tolerance, non-violence, acknowledgement; Attitudes 
e.g. political efficacy, trust, interests; Knowledge e.g. whether is it mainly factual, 
background and/or functional.  
Having these indicators as a starting point, I wrote them up in an observational-scheme, which 
made my actual observations of and presence in classes more structured. However, I remained 
observant of other types of behaviour, attitudes and skills which caught my attention, i.e. 
which seemed odd or interesting to someone who had undergone a Danish form of education. 
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Furthermore, I needed to stay open to the fact that some observations did not fit into the 
observational-scheme, and had to be scribbled down in my note-book. 
During my field-work I had also observed 2nd, 3rd and 4th year classes, as a way of comparing 
my observations of the 1st year class, and as a way of marking my coming back to PBG to the 
students I would later approach in relation to the focus-group interviews. 
 
3.4.2. Focus-group interviews 
Depending on context and purpose, focus-group interviews are defined differently. Generally 
focus-group interviews can be defined as, “… a research technique that collects data through 
group interaction on a topic determined by the researcher. In essence, it is the researcher’s 
interest that provides the focus, whereas the data themselves come from the group 
interaction.”(Morgan 1997:6). Although I had no previous practical experience conducting 
focus-group interviews (mainly because this was not regarded as a “valid” method within 
social-science), I found that it resembled the semi-structured interview which involves some 
degree of structure, but still allowing room for the interviewer to pursue unplanned questions 
(Bryman 2004:321). The use of focus-groups in this thesis refers to a way of focusing the 
research-question as well as of questioning and confirming the results gained from the 
observations. 
When using this method one should take into consideration its strengths and weaknesses, 
practical matters and other methodological issues such as choice of interviewees. However, 
perhaps more importantly, one should also reflect upon the latent assumptions within the 
focus-group method which are highly relevant in terms of what kind of empirical knowledge 
one ends up with. In terms of this, one might ask where the attitudes, which one is 
investigating in relation to a specific topic, are seated- within the individual as a constant 
phenomenon, or within human interaction as a dynamic relation. Following a critical 
theoretical and – psychological understanding which emphasises that individuals and thus 
their attitudes and feelings are dependent on their specific context and interaction with others, 
I then agree with the argument that, “Attitudes are performed rather than 
preformed...”(Tonkiss 2004:200). Hence, one could argue that by expressing one’s attitudes, 
feelings and thoughts in a group with others we are also constructing our identity, which then 
makes the groups we interact within determinant of our understandings of and approach to 
ourselves and the society. In continuation of this I decided to conduct focus-group interviews 
with the students of PBG, thus seeking to (a) gain knowledge of how their interaction within 
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the school setting was affecting their identity formation and (b) creating a space in which the 
dynamic interaction would promote alternative attitudes. I was careful not to influence the 
focus-group interviewees more than necessary; this aspect was reflected in the line of 
questioning, by which I deliberately had the students account for what kind of opportunities 
and problems arose in their experience with the practice of citizenship. This reflected an 
awareness of not leading the informants to specific understandings of citizenship by allowing 
them to use their own words and experience from the very beginning of our discussion. 
 
Due to lack of resources I decided only to conduct two group-interviews, which made it 
important to choose informants that would provide useful information and insight. Taking 
into consideration that each class has a class-representative, I came to the conclusion that 
conducting focus-group interviews with them would not only be a fast way of gaining insights 
across classes and grade-levels, but it would also secure a high level of participation in the 
actual group-interaction as class-representatives are used to take part in school-related 
meetings and interviews. I was given a list of their names and contact-information which I 
then used to call each one individually and request his/her presence at one of two focus-group 
interviews. Although the class-representatives at times participate in the same meetings, they 
did not seem to know each other apart from name and what grade they are in. This is relevant 
in respect to the selection criteria for focus-groups, namely that the participants should be 
heterogeneous in the sense that they do not socialise outside the high-school setting and thus 
have not previously formed any specific group-roles and/or –consensus which might affect 
the research setting. To insure this further, I conducted one interview with the 1st and 3rd year 
students and the second interview with 2nd and 4th year students, as the students mainly 
socialise within their same age-group, i.e. students from the year-levels closest to themselves. 
However, some level of homogeneity is wanted, as this would promote a more relaxed group-
interaction, and expected in practice as the informants are likely to be known to each other as 
they are recruited from within the same research-setting i.e. high-school (Tonkiss 2004:201). 
In relation to arguments made earlier in this chapter, I do not consider the students at PBG to 
be representative for youth in BiH; however their experience and comments give insights in 
individual young lives and indicate larger societal tendencies that affect youth as well as 
youth’s opportunities for civic engagement. 
It is also important to take into account more practical considerations. In terms of this, I 
conducted both focus-group interviews in a small, closed office, so as to create an intimate 
atmosphere as well as to be able to better record the sound. By using a recorder I did not limit 
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my presence during the interviews, and by both introducing my research-area and myself as 
well as asking each participant to introduce themselves, I made sure to create a pleasant 
atmosphere. At some point during the interviews we used a flip-over to ensure spontaneous 
answers in terms of characteristics of the good citizen. In continuation of this, my role was 
limited to make possible and structure the group interaction, as well as asking follow-up 
questions, rather than providing expert-knowledge or imposing my own ambitions for and 
ideas of civic engagement and citizenship. 
Although there are numerous weaknesses to focus-group interviews, for example one must 
limit the range of questions and themes to a minimum; it is harder to follow the individual’s 
comments in depth; there is a risk of participants being more prone to express culturally 
expected views than in individual interviews; evidence show that a group comes to share a 
certain point of view, leading to that the individual group member does not reflect upon it 
critically or rationally; and the recordings are more time-consuming to transcribe because of 
the need to take into account who says what (Bryman 2004:359-360). Nevertheless, the 
strengths prevailed for the field-work I had wished to conduct. In the form of (a) a rather fast 
and simple method of acquiring much information in a short time span, (b) the dynamic 
interaction between the participants which is useful when accounting for different attitudes 
and behavioural patterns as well as checking up on the truthfulness of someone’s comments 
and (c) subverting the asymmetrical relation that occurs during individual interviews. 
However, more importantly, using focus-group interviews is based on a decision considering 
the overall ideological discourses in BiH and the normative aspect of this master thesis. 
Namely, in BiH it is more common to tell youth what to do than to ask them to form their 
own opinions through reflexive and critical thinking and thus it seem rather important to 
engage the youth in dialogue with others so as to promote and provoke their civic 
imagination. Letting youth express themselves and their feelings and thoughts on the society 
they want is highly relevant being that they are the future citizens of Bosnia-Herzegovina. 
 
 
3.5. Who is part of the research-project? 
When studying the sphere of education and citizenship within the theoretical and 
methodological framework of critical social-science and social-psychology, it becomes 
evident that three facets or actors must be taken into account. Namely, (a) the role of the 
researcher and her pre-understandings, (b) the context and ideology within which the research 
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takes place, and (c) the informants as a type of co-researchers. Each in their own way 
influences the research-data, and must be approached accordingly.  
 
3.5.1. Me, myself and I 
Throughout this chapter I have discussed the necessity of being a reflexive and transparent 
researcher. I will not go much further into these reflections, but I will point out that my 
understanding of my role as a researcher throughout the research-project has been flavoured 
by a critical and social constructivist approach.13 It is worth noting, however, that one should 
be careful when doing research within the critical-transformative framework, as this can prove 
to be normative in nature,”If it is a person that is being “transformed”…This suggests that 
such a person (or social institution) was faulty or unacceptable in his or her pre-change form. 
This raises another danger of transformative research, an issue of …hidden normative 
assumptions” (Bird et al. 2005:100). 
The methodological reflections I have demonstrated throughout the chapter all point to how 
carefully I have sought to secure the scientific criteria of reflexivity and transparency. These 
reflections have proved to be double-sided throughout this particular thesis, namely due to my 
background in two different cultures. On the one hand, doing field-work in my native country 
and hence drawing on my knowledge of Bosnian language and culture proposed a risk of a 
particular form of bias in the form of cliquishness with my informants. This would undermine 
the credibility of the research-data collected as well as the final analysis. On the other hand, 
my upbringing and long-term education in Denmark entailed the risk of projecting my 
personal ambitions and ideas for citizenship on to the informants. Thus I had to, in terms of 
formulating the research-question for the thesis at hand, acknowledge both the fact that 
Denmark has a long and successful history of a particular kind of citizenship and educational-
system, as well as the context-dependent nature of citizenship and democracy. In continuation 
of these reflections, I have determined that leaning predominantly towards one or the other 
culture would prove problematic as I would be biased as a researcher in either context. Hence, 
I seek rather to make use of both cultures in terms of pointing out unchallenged norms and 
discourses, as well as providing alternative understandings and interesting insights.   
                                                   
13 One might argue that I might just as well have had approached the field-work as an e.g. interpretivist 
researcher, seeking to gain understanding of the internal motivations and feelings of my research-objects. This 
being said, I agree with the social constructivist critique of interpretivism as objectifying, i.e. standing over and 
against that which is to be interpreted, which again (wrongfully?) portrays the researcher as able to grasp the 
true, subjective meaning of an action as well as transcend her/his historical and social preconditions (Schwandt 
2003:300). 
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3.5.2. Discursive and conditioning practices  
In this section we shortly argue that, what the researcher and informants alike bring to the 
research is shaped by the “local language”, seeing that, ”how we may speak of ourselves is 
constrained by the linguistic norms of the relevant community. Prevailing discourses will 
make available limited number of “subject positions”, from which individuals forge 
identities.”(Gough & McFadden 2001:91). Hence, it is the aim of this thesis to examine 
which discursive subject-positions youth in Bosnia-Herzegovina is offered, and how they 
relate to discussions on citizenship. In other words, practices of citizenship and the necessary 
learning-processes are not analysed at the individual level as internal desires and motivations 
resulting in specific behaviours- rather they are analysed on the level of discursive and 
conditioning practices. Following a critical social-psychological understanding of the 
individual as situated within society, this thesis accounts for behaviours and attitudes as 
formed by the norms, values and behaviours made available and attractive by the educational 
institutions (Gough & McFadden 2001:104). 
 
3.5.3. High-school students as informants 
When choosing one’s informants it does not suffice to simply list the characteristics and 
number of informants. Rather one must account for the motivational criteria for the selection, 
being that selection is always selection with a particular purpose in mind. Furthermore, it is 
also relevant how the researcher treats the informants, i.e. how and in relation to what they are 
given the opportunity to take an active part in the research.  
In terms of the latter, it should be stated that critical traditions within both psychology and 
social-science seek to make the processes of collecting empirical data less, rather than more, 
structured for the purpose of giving the informants the opportunity to influence the 
conversation and research-data. This line of thinking is somewhat represented in 
Forchhammer´s terminology, in which informants are designated as “co-researchers”. The 
notion of “co-researchers” is interesting as it involves the informants on their own premise. 
To some extent, one can argue that, the idea of co-researchers is simply there to mask the 
power-relations in the research-project and is mainly as an ideal of “good” research-praxis 
held only by the researcher herself. However, following Forchhammer´s argument, when the 
informants express their attitudes and feelings and answer questions in their own specific 
ways, they are then said to be resisting the predetermined subject-positions made available by 
the researcher (Forchhammer 2001:30). In relation to my research-data and informants, this 
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particular and subtle resistance by the informants expressed itself when one of the girl-
participants voiced her frustration with my belief in the power of critically informed citizens, 
asking me why then I do not return to Bosnia permanently if I “think it’s that great”. This is 
interesting especially because this girl remained quiet most of the focus-group interview, but 
eventually stepped up and made me, the researcher, revise my pre-understandings. 
In respect to the selection criteria I had in mind when choosing my informants, they were both 
practical and normative in nature. Hence, for practical reasons, I restrained from conducting 
research with more than one high-school as I had been advised on several occasions not to 
double my workload when in fact the differences between high-school students are minimal. 
Furthermore, I was aware of the fact that it would be difficult to convince high-school 
students to participate in the focus-group interviews as they usually feel overburdened and 
“swamped” with school-activities and homework and, in most cases, that they do not have an 
opinion or cannot relate to the research-question. Thus deciding to conduct focus-group 
interviews with the class-representatives (from all four years) as my key-informants was not 
only (a) a practical and fast way of gathering empirical evidence, and (b) representative as the 
informants had an equal amount of boys and girls and had been selected by their classmates to 
represent their views to others, but also (c) highly informative seeing how the class-
representatives proved to be very eloquent, intelligent and opinionated young people.14 
The other, more normative, purpose I had in mind when deciding to conduct focus-group 
interviews with class-representatives, is related to my understanding of the individual self as 
constantly under construction. By engaging the students in a reflexive conversation about 
citizenship and the “good citizen”, I hopefully provoked them into considering and 
negotiating further their identity as citizens in BiH. These rather short encounters seemed to 
leave an important impact on some of the participants, who felt it was unfortunate that they as 
students did not meet more often and discuss issues of importance. In respect to this, it should 
be noted that I choose very deliberately high-school students as informants, instead of 
teachers or other relevant high-school personnel. Of course, including e.g. interviews with 
some teachers would have been informative and relevant in many ways, but I had been more 
occupied with giving voice to the young people. On that account it is important to note that 
the students were at several points during the focus-groups given the opportunity to be 
anonymous (they were all given a piece of paper on which they could write a different name 
                                                   
14 In terms of the latter point (c) it is worth noting that although a researcher usually cannot know in advance 
how the informants will respond and participate in the research, I had, due to my previous stay at the PBG as an 
intern, gotten acquainted with the students and was able to take into methodological consideration their level of 
e.g. eloquence and participation during class-teachings. 
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for themselves), but they all individually declined as they can stand by their comments and 
opinions. 
 
Conclusively for this chapter, I will argue that because, at times, conflicting goals for the 
research-project arise between the researcher and the informants, it is crucial that the 
researcher throughout the field-work calls attention to and defines some common interests 
between the parties concerned. Otherwise, it is argued, the research is considered meaningless 
(Forchhammer 2001:30). This stance is perhaps somewhat radical, seeing how research can 
form the basis for further research and relevant discussions outside the research-setting. 
Having said this, I do agree with the argument that subject-scientific categories, theories and 
methods etc. are not only to be considered as about the subjects they concern but for the 
subjects as well, i.e. the research-problem at hand should not only be a problem in the eyes of 
the researcher, but also in the eyes of those affected by the problem. I do not claim my 
analysis to be extensive, conclusive or the right answer. Perhaps my analysis of the research-
data and the condition of citizenship in BiH is not the “right” one; for all I care it can be the 
“wrong” one as long as it gets people, i.e. the academic circles as well as my informants, 
thinking. To use the words of the Danish critical social-psychologist Ole Dreier,  
“In fact, users do not only learn from research by being convinced to follow its prescribed 
results. People learn from differences. Hence, what they learn from a research-result might 
be how to do things differently then what is actually suggested…They might even use it as 
guidelines to what they don’t wish to do, to become and to believe and thus as an incentive to 
what they want instead.”(Dreier 2006:22-23, emphasis added). 
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Chapter 4 Analysis and Discussion -  
Educating the young Bosnian-Herzegovinian citizen 
    
Citizenship encourages us to confront questions critical to our life-world: 
Who am I? What can I do? What may I hope for? 
(Seddon & Mellor 2006:191) 
 
4.1. Introduction to chapter 
It is a pronounced and widespread understanding that (formal as well as informal) education 
and citizenship go hand in hand as the education of young people is very much interlinked 
with the kind of individuals the political regime needs and wants. In other words, the 
education system of a particular society produces, more or less as a result of reflection, a 
certain kind of human being, and thus a certain kind of citizen. Does this make the individual 
student or citizen nothing more but a wheel in the machinery and the role of education firmly 
limited to the reproduction of society as we know it? The purpose of this chapter is to discuss 
this question in the socio-political and cultural context of Bosnia-Herzegovina. The chapter 
will primarily emphasise and argue that the aim and function of education must necessarily be 
to encourage and enable students to pose and confront questions which are critical for the 
advancement (as opposed to a mere re-production) and democratisation of the society in 
which they live. In other words, being one of the significant authority structures of society, 
educational institutions must facilitate the necessary skills and attitudes in order to prepare 
youth for a participatory citizenship. In the words of the American philosopher, pragmatic and 
educational reformer John Dewey, “The conception of education as a social process and 
function has no definite meaning until we define the kind of society we have in mind” (Dewey 
2006:99). 
 
The structure of the chapter follows the problem-formulation of this thesis, in such a way that 
the first sub-chapter (“Norms and Praxis of Education”) examines what kind of knowledge 
and skills are promoted within the education system in Bosnia-Herzegovina and which effect 
this has on the level of internal confidence of youth, and in the second sub-chapter, which 
understandings of citizenship, in terms of especially external political efficacy and actual 
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opportunities for participation, this brings about among young BiH citizens (“Citizenship as 
Doing Good rather than Political Good?”). This chapter will, thus, provide an understanding 
of the argument stating that how we perceive ourselves as citizens as well as our ability to act 
upon issues of relevance and interest is closely tied to the kind of education we have been 
subjected to, as it not only determines our academic skills and knowledge but it also shapes 
our understanding of socio-political processes. In order to analyse and discuss what kind of 
citizens is produced in the Bosnian-Herzegovinian education system I will operationalize the 
empirical data gathered through observations and focus-group interviews. These will provide 
a framework for illustrating how the educational system influences the expectations and skills 
which the individual students develop with respect to themselves, the school as part of the 
system and their wider socio-political and cultural context. In the words of one of the 
founding fathers of sociology, Émilé Durkheim, “In order that there be education, there must 
be a generation of adults and one of youth, in interaction, and an influence exercised by the 
first on the second. It remains for us to define the nature of this influence” (Durkheim 
2006:78). 
 
 
4.2. Norms and Praxis of Education 
4.2.1. Working on the students 
One could argue that how we define the nature of the exercised influence on young students 
becomes a matter of education or indoctrination. The inclination of democracy to education is 
a familiar fact, as it is recognized that,  
“a government resting upon popular suffrage cannot be successful unless those who elect and 
obey their governors are educated. Since democratic society repudiates the principle of 
external authority, it must find a substitute in voluntary disposition and interest; these can be 
created only by education” (Dewey 2006:94). This necessarily brings about an understanding 
of education as being the opposite of indoctrination, which is, in the words of Sears & Hughes 
(2006), identified as an encyclopaedic coverage of details that consequently results in a 
promotion of the uncritical acceptance of doctrines and ideas through a traditional form of 
teaching and an eschewing of practical evidence (pp. 3-4). As I shortly mentioned in chapter 
2, this form of schooling has been the primary approach throughout the pre- and post-war 
educational system of Bosnia and Herzegovina.  
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In fact, much of the literature (see e.g. Kasumagić 2008; Muckle & Morgan 2001) explaining 
the educational system during the communist period stroke me as being very close to 
illustrating my own observations of class-teachings during my stay at the Prva Bošnjačka 
Gimnazija (henceforward PBG). Namely, the nature of education is mainly centred on 
transmission learning and a form of instruction which allow very little interaction between 
teachers and students, which further means that the role of students is limited to that of 
passive learners (or rather listeners and note-takers?) who are expected to absorb and 
memorize a great amount of facts which are to be orally presented to the teachers at a later 
point. One might argue that this form of oral testing not only helps the students gain 
confidence in their verbal articulation but also ensures that the students have done and 
understood the homework. However, in accordance with both the arguments made by 
Kasumagić (2008:380) and Muckle & Morgan (2001:4,7) and the observations I conducted of 
class-teachings throughout two school-weeks, it is rather the case that homework was done 
and memorized by heart, but not necessarily understood. When the teacher posed a question, 
the answer provided by the students resembled formal recitation of factual knowledge rather 
than independent thinking and individual opinion. And as such students become, in the words 
of Muckle & Morgan (2001), “good at receiving information, but less able to discuss or 
interpret it” (p.7). It should be noted that this is a natural outcome of the extensive reading 
lists which only seemed to increase with the attempt to compensate for the lessons that were 
lost during the war. This can be related to the words of Ajla, one of the female class-
representatives taking part in the first focus-group interview, who pointed out how in fact, 
“It’s all reduced to theory…the professors constantly try to explain everything, but there is 
too much and it can’t be fitted in (…) there is just too much for us to learn… especially since 
we have class after class and get really tired” (Appendix 2, p.6). And as such, learning and 
knowledge comes to be seen primarily in terms of final tests and examinations and to a lesser 
extent as a process through which one is encouraged to explore, discover solutions, think 
independently, reflect critically-much less enabled to apply the knowledge and skills learned. 
This can have serious implications for practices of democratic citizenship, and as will be 
discussed later on in this chapter. Furthermore, citizenship does not equate with isolated 
individual actions, but rather with the idea of co-citizenship. One cannot be a citizen alone, 
and, as such, a narrow emphasis on primarily a set of isolated rights and duties will ultimately 
come to individualize citizenship and reduce it to a cognitive competence. This is something 
Delanty opposes strongly as "no number of individual learning processes will amount to a 
collective learning outcome for the wider society” (1997:599).  
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Although the arguments made by Paulo Freire, the influential educator and theorist of critical 
pedagogy, are all posed with reference to the Brazilian context, they are nevertheless also 
remarkably indicative of the Bosnian-Herzegovinian educational system. That is,  
“Our traditional curriculum, disconnected from life, centred on words emptied of the reality 
they are meant to represent, lacking in concrete activity, could never develop a critical 
consciousness. Indeed, its own naïve dependence on high-sounding phrases, reliance on rote, 
and tendency toward abstractness actually intensified our naivety” (Freire 1973:37). In other 
words, students are not encouraged to reflectively engage with the knowledge they acquire, 
nor are they enabled to apply it in “real life”. Faris, a male student who follows the teaching-
programme of Curriculum B15 at PBG, describes this problematic with the words, “with us it’s 
like… to educate yourself is to say, ok “Let’s go, 8 hours a day, we’ll work on that topic” and 
then after that you don’t go back to it anymore”. He then reflects on this fact-saturated and 
uninspiring way of teaching with what he experiences at the Curriculum B-programme, 
namely,  
“We use their books, the ones they use in England, and you can see a big difference between, 
say, their physics and our. All we do is memorize the theory, where they simply learn how to 
apply it in life. Every chapter has at least 5-6 parts where you learn how what you have just 
learned is applied in real life” (Appendix 3, p. 4).  
Relating this to the teaching of democracy and citizenship skills, one could, with reference to 
Sears & Hughes, argue that unless the lessons in democracy and rights and duties are not 
supported by examples of how citizenship action can be meaningful and transformative, it 
can, to some degree, be characterized as a form of indoctrination. This is also evident in an 
analysis of the 1994 curriculum for primary education in Bosnia and Herzegovina which 
pointed out that, “(…) democracy is not explained, developed or articulated. Social skills as 
tolerance and respect for differences are all mentioned, but are not particularly significant 
(Kolouh-Westin 2004:501). This line of passive transmission and memorization of factual 
knowledge and the lack of meaningful, critical and reflective processing of information by the 
students, adds up to a “governmentalization of learning and citizenship” (Delanty 1997:599) 
by which citizenship is formed discursively to be a cognitive competence, and in worst case a 
rote-learning of historical facts, norms and values as have been formulated and interpreted by 
                                                   
15 The PBG gives the children opportunity to follow three different Curriculums or programmes, which are 
primarily distinguished by the language spoken during class-teachings. Curriculum A is conducted in Bosnian, 
and uses the school-books as the rest of the country. Curriculum B, is attended by Bosnian-Herzegovinian 
children, but the classes are held primarily in English and the school-books used are more similar to the ones 
used in e.g. United Kingdom. Curriculum C is attended by the children of ambassadors, foreign business-men 
and other non-Bosnians and is conducted in English. 
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the government. The problem does not arise by the students having to follow a predetermined 
curriculum,16 but rather that they are forced to memorize definitions and ideas, which is 
limiting their knowledge as their learning is relatively one-sided, fixed and uncreative and 
seems to shut out alternative understandings and critical reflections.  
This is very much related to the teaching methods which are dominant in not only PBG but 
through-out Bosnian-Herzegovinian education systems. On that account, the style of 
instruction is estimated as being saturated with facts and as such also very teacher-dominated. 
What became clear during my observations of class-teachings is that the teacher not only had 
a particular answer in mind for the question she/he posed, but they also had a tendency to 
insist on a particular way of formulating the answer. Furthermore, “discussions” in class were 
conceptualized as answering the teacher’s questions as imagined at an oral examination, and, 
although there were of course a couple of exceptions to this, the teachers had the tendency to 
correct a student if what he/she was saying did not fully correspond to their own way of 
thinking. This is also evident in the words of the students Faris and Fatima, respectively. Faris 
pointed out that, “It´s like, in general the whole education system suffers from the problem 
that everything we do in school is done by some formula. There is no creativity to be found 
anywhere, nor is it valued” (Appendix 3, p. 4). Fatima, a 4th year student, has come to 
experience the general praxis within her school as somewhat narrowing, “(…) I honestly 
believe that this school is limiting us in some ways, like “thinking inside the box”, there is not 
much space left for us to be creative, innovative and ourselves. And then, that’s all there is 
really” (Ibid, p. 2). 
Key-observations I wrote down in terms of input indicators, revolved around exactly this fact, 
i.e. that the interaction in the class was characterised primarily by teacher-student exchange. 
Work in pairs or groups occurred very seldom during my presence, although in most classes 
this would have been more suitable as it would have minimized some of the pressure on the 
teacher and it would, arguably, promote debate, more active participation in and influence 
during classes and a creative and active learning-process. When this teacher-dominated 
instruction form of education is prevailing, it is a natural consequence that the rest of the class 
are left to themselves and do not participate in the class, as became clear during my two-week 
observations of students who were busy looking out the window, sending text-messages, 
doing home-work for the upcoming class etc. As also observed, the students were graded 
                                                   
16 Although this of course poses a major problem when the educational system is divided by three different 
understandings of, say, historical events which are then presented differently in three mutually exclusive 
curricula within Bosnia and Herzegovina. See e.g. Bukovica-Gundersen, 2008. 
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during each class following the teacher’s assessment of the knowledge presented/memorized. 
What stroke me as especially problematic is that the individual student, once graded, faded 
into the background and failed to mark in order to provide further answers. Once the (wished 
for) grade was in place, there was no need to further participate actively. However, the race 
for the highest grade did seem to provoke a competitive climate during class; at times this was 
energetic in nature but at other times I observed a survival of the fittest when the loudest 
students gained the right to speak and the less loud either concentrated on taking notes or 
were not concentrating at all.  
In terms of estimating the output-indicators of the kind of skills and knowledge that was 
emphasised and valued in class, I especially recall a male student in 1.b whose class-teaching 
I observed. He very actively participated in class and was very eloquent and opinionated, all 
desirable characteristics one could add; however this student seemed to provoke feelings of 
irritation for the teacher, who sometimes interrupted him in the midst of his argumentation 
just to make him use a specific term or phrase which, according to her, was more appropriate. 
Of course one could argue that perhaps the teacher sought to make room for other students to 
speak, but it seemed rather that this student was one of the few that actually (voluntarily) 
commented and reflected on what was said in the class, hence demonstrating critical listening 
and provoking dialogue and debate- without keeping score of what grade that would give him. 
The girl Ajla can relate to this, “Sometimes it’s a bit contradictory, like “say your opinion, but 
my will be the most important in the end”…I don’t know, I have a feeling that this occurs 
often” (Appendix 2, p.4).  
Lidija Kolouh-Westin, Ph.D. in international, comparative education and researcher at the 
national board of youth affairs in Sweden, argues that this problematic is firmly embedded 
within the educational system as she found that,  
“One of the goals in history is the democratic right to diverse opinions, but on the other hand, 
history is seen, as mentioned above, as a scientific subject consisting of “objective truths”. 
The different sources of knowledge that are emphasised for raising the level of critical and 
creative thinking do not entail providing different historical interpretations of or perspectives 
on historical events (…) The underlying objective in history seems to be that the student shall 
reach the objective scientific “historical truth” independently” (Kolouh-Westin 2004:501).  
The fourth-year student, Amina, describes these tendencies as being very upsetting and fear-
provoking, 
“Our philosophy professor tells us that he doesn’t grade what we learn through books, but 
our opinions, but still he poses questions from the book when he asks us individually. If he 
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does ask something which isn’t related to the book, he asks something which he knows we 
have no chance of knowing, or something which isn’t really related to the subject…and then 
he scares us, I don’t know…and so we listen to what he is saying for an hour and a half every 
Friday and that’s it” (Appendix 3, p. 13). It is rather problematic that students feel that there 
is not room for their creativity, that they are not encouraged to reflect on the knowledge 
presented in the books, but even more so that they are outright intimidated to do so. One can 
imagine the kind of self-image they end up with by the end of high-school?  
When I asked the focus-group respondents to reflect on the teaching-methods in their 
respective classes and based on that describe the kind of citizens they perceived their high-
school to produce, one of the female class-representatives, Esma, made all of the other 
students burst out in laughter when she said, “Oh, there you go putting us in an awkward 
position again” and then continued in a serious manner, “This school, Prva Bošnjačka 
Gimnazija, wants to cultivate an educated conservative person. That is the primary goal of 
this school…” (Appendix 3, p. 5). This point is evident when considering the level of hard-
work and self-discipline necessary to keep up with the increasing amount of homework they 
are assigned, the moral and ethical characteristics propagated in the school-motto, and the 
personal principle of managing to attend to any hobbies they find interesting (or relevant for 
future studies) at the side.  
In reference to Westheimer & Kahneʼs categorization of citizenship (2004:241), one could 
argue that by working on the students in the way observed throughout my six-month 
internship prior to the actual one month long field-work, PBG primarily seems to produce 
personally responsible citizens.  
This is further illustrated in regard to the manifested personal responsibility and honesty of 
letting the teacher know if one had not been tested in last weeks homework. This observation 
was not directly linked to the input and output indicators, but it was nevertheless a common 
and repeated behaviour that the students personally made sure that the teacher had not 
forgotten their absence at the previous lecture and, thus, that they had not been tested in the 
homework the class had already completed. This can be interpreted in several ways. On one 
hand, it is a way for the student to develop a level of honesty and a sense of responsibility for 
their own learning. On the other hand, it seemed at times as a stress-factor for the student as 
he/she was at the centre of attention, which only made it that much harder to answer the 
questions calmly and correctly. Thirdly, spending time on this meant that the rest of the 
students were left to themselves, which to some may come as a needed break to prepare for 
other classes, but, arguably, it seemed more like a waste of time and a perfect example of why 
  55 
the class-teachings should include more group-work. Cultivating a young citizen who is hard-
working, disciplined and aware of his/her duties is relevant when you seek to promote 
individual traits which are related to future feelings of patriotism, social cohesion and the 
well-functioning of societal institutions. However, these traits are valued more and, hence, 
promoted at the expense of, “individual traits beneficial to the individual, i.e. personal 
autonomy, critical thinking, self-esteem, and individual initiative” (Kolouh-Westin 
2004:506). The following exchange between two focus-group respondents, Seid and Amina 
highlights this problematic, i.e. what happens when the school stresses the importance of 
individual responsibility but at the same time seems to devaluate it. Seid, being a 2nd year 
student, starts out by saying that it is the individual’s own responsibility to become the kind 
citizen he/she wants to be, “(…) I believe it is up to ourselves to develop some kind of 
creativity, that, apart from acquiring basic knowledge, we should build onto it with our 
creativity and to serve the community and develop it, because (…) it’s all up to us, no one can 
force us to be more ambitious, to be better”. This then provokes an answer from the 4th year 
student, Amina, “No one can force us, but they can restrain us, and they do” (Appendix 3, 
pp.3-4). Following Aminaʼs reasoning, Kolouh-Westin (2004) puts forward the argument that 
the lack of implementing more emphasis on students´ personality, individual capacity and 
more active classroom participation can be regarded as a consequence of, among other things, 
the insufficient, “in-service training for teachers. Many teachers are accustomed to an 
encyclopaedic subject-centred curriculum and concentrate solely on the contents of the 
schoolbooks. It is difficult and time consuming to move away from the traditional subject and 
teacher-centred teaching” (p. 498). It then naturally follows that students develop the “know-
about”-competences, but neglect the “can-do”-competences. Or in reference to the critical 
pedagogy of Freire (1973:38), that ideas and knowledge are dictated, instead of exchanged 
and discussed, and that education is conceived as working on the students, rather than 
working with them. 
 
4.2.2. Working with the students  
Whereas the previous section dealt with the dominant methods of teaching and learning in the 
Bosnian-Herzegovinian education system, observed particularly in the First Bosniak High-
school (PBG) placed at the heart of Sarajevo, this section will point out a different approach 
to education which primarily reflects the interview-respondents´ perception of how education 
should be and the few examples of teachers that tend to work with the students. Essentially, 
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with reference to the introductory words by Durkheim, the nature of the interaction between 
adults and youth, i.e. the methods of influence which the former exerts on the latter, should 
put an emphasis on the applicability of acquired knowledge, an open class-room climate, on 
the unfolding of creativity and on an encouragement of the students´ individual opinions. 
It does not suffice to equip the students with a huge amount of facts and knowledge, if the 
received education fails to provide the young citizens with, “the literacy required to live in a 
civil society, the competence to participate in democratic communities, the ability to think 
critically and act deliberately in a pluralist world (…) all involve skills that must be 
acquired” (Barber 1992 in Annette 2009:151). Faris, the male student who bases most of his 
argumentation on the comparing of the traditional curriculum and the Curriculum B which he 
has followed all four years of high-school, concedes with this line of thinking,  
“(…) it’s not enough just to know something but it’s also important to know how to apply that 
knowledge…applied knowledge, because learning by heart, “what is…x?” and then you learn 
it, but in two days you don’t know what you have learned…some form of applied knowledge, 
that will “stay in our head” (Appendix 3, p.5). Basically what Faris inquires is an “intimacy” 
(Freire 1973:36) with the knowledge, ideas, issues, and skills which are more relevant and 
suitable for the life outside of school. This approach to learning, Esma argues, can be found in 
the classes of some teachers, in particular the classes of one of the professors of Bosnian 
language and literature, “(…) her goal during class is that everyone should learn something 
and we’ll divert from the topic as much as needed, the important thing is that we get at least 
one message out of the lesson…that we can take with us in life” (Appendix 3, p. 6). What 
Esma seems to describe here, and her fellow class-representatives nod in agreement, is the 
importance of an open class-room climate, which is commonly measured by whether or not 
students feel they can participate freely and express their opinions and feelings in front of 
their teachers and class-mates. If students are encouraged and enabled to express and discuss 
ideas, perspectives etc. “in an open, supportive environment, there are often positive 
outcomes in terms of political interest, efficacy, confidence and trust” (Ichilov 2004:161). 
Teaching methods that place emphasis on working with the students, i.e. on encouraging 
active engagement with different perspectives rather than limiting knowledge to rote-learning, 
not only enables the students to reflect upon and handle their identity and fears, it also 
highlights the significance of dialogue and deliberation in a class-room as well as in life.  
In relation to this line of thinking, it is worth mentioning the importance of creativity. In the 
previous section the boy Faris argued that creativity is not valued and, as such, it not to be 
found during class-teachings, whereas another boy, Seid, held the view that it is up to the 
  57 
individual student to cultivate creativity. Yet a third male student, Izudin, who took part in the 
second round of focus-group interviews, stated that it is especially advantageous and 
refreshing when the teachers are “relatively young” as they are usually “full of new ideas, new 
ways of how to explain something to the student, and so each lesson can be different 
somehow” (Appendix 2, p.3). From this one can assume that creativity is a necessary 
precondition for acquiring knowledge, especially in a school-setting where concentration 
gradually declines following a long day of classes. In this sense, one could further ask what 
can be identified as promoting creativity in a school-context. Although it is neither the aim 
nor possible to reflect satisfactory on this aspect here, I will shortly mention two relevant 
perspectives. First and foremost, it is considered crucial that the school starts out by replacing 
the focus from negative to positive duties, i.e. rather than simply requiring abstention from 
action and implementing negative prohibitions, the school should rather equip students with 
the opportunities and skills needed to perform positive duties which consequently promotes 
another line of thinking (e.g. “think of ways to increase safety for others” rather than “do not 
run in the corridors”) amongst both students and teachers (Davies 2006:1031). Secondly, it is 
argued to be of great significance that (all) students are given the opportunity to discuss issues 
of interest with one another, to express their opinions and to be included. These “enhanced 
connectivities within an organization or group” are assumed to facilitate creativity and “the 
self-organized criticality” (Ibid, p.1029). This latter perspective was best formulated by one 
of the female class-representatives during the focus-group interview with the 2nd and 4th year 
students. Fatima, rather quiet and reluctant at the beginning of the interview, opened up 
eventually and further reflected on the whole experience of participating in the group-
interview with the words,  
“(…) I’d love it if we had conversations like this more often. Not in bigger groups, but with 
different people from the school, because we as class-presidents are being sent to every 
possible event (…) whereas other people are not being involved, and we’re just in the middle 
but…maybe they have better solutions than we do, but no one invites them anywhere” 
(Appendix 3, p. 13). 
 
In fact, one could argue that the emphasis which the high-school students have repeatedly 
placed on the need for acquiring knowledge in such a way that it can be applied in different 
contexts outside the school, and the corresponding acknowledgement of the importance of an 
open class-room climate in which they can freely express themselves and unfold their 
creativity, both underline very well their preoccupation with norms and praxis within the 
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education system that encourage reflectivity and independent thinking. Seid explains that he, 
and other students as well, “really love and respect” when they notice that teachers stress “the 
individual opinion of the students” and at times grade that higher than they grade the 
knowledge students memorize from books, the internet etc. (Appendix 3, p. 6). Esma reflects 
further by arguing that opportunities and skills related to the development of individual and 
critical opinions should prevail in both important as well as seemingly unimportant aspects 
within the school-setting as that will counteract the tendency to, “(…) agree to something 
without further reflection” and as such, “we adopt the opinions and attitudes of others too 
much, and we don’t develop our own. And… that’s what should be the praxis in our class-
rooms, that we learn to reflect and promote our own opinions, not the opinions of others” 
(Appendix 3, p. 12). The following sections will discuss this problematic in more detail, 
arguing largely that a passive and loose acceptance of perspectives and ideas coming from the 
side of one’s teachers and classmates can come to result in a similar acceptance of and the 
compliance to the order of things in the wider societal context. It is in terms of this that 
students should be enabled and encouraged to speak their mind, to be supported in developing 
a level of confidence in themselves and their skills and judgement. Asim Mujkić, professor at 
the Faculty of Political Sciences at University of Sarajevo, acknowledges this connection 
between the individual’s internal feelings of efficacy and confidence and their further 
participation in society, “(…) I consider it to be my assignment as a teacher to try to provoke 
critical reflection…Namely, if I provoke the imagination of the students, I provoke criticism; 
and if we have a developed critical apparatus, then we can change something” (Mujkić in 
Imamović 2007). 
 
4.2.3. Internal efficacy: from knowing about to carrying out 
What is the missing link between the observed behaviour of students at the Prva Bošnjačka 
Gimnazija leaning towards passive memorization and formal recitation of facts, and the 
behaviour sought after in the above quote by Mujkić stressing the imagination and criticism of 
active students? What is the intermediary factor between students who know something and 
students who apply their knowledge? As proposed and discussed in the previous sections, this 
linking factor is assumed to be a personal belief in one’s own competences to understand an 
issue at hand, to be able to act upon one’s understanding and the corresponding psychological 
self-confidence- in other words, internal political efficacy. In this last sub-section of the first 
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part of the analysis I aim at discussing how the normative aspects and forms of praxis of the 
educational setting influence the internal efficacy of the young citizens. 
 
Reflecting upon the purpose and nature of education brings about the notions of citizenship 
education and character education. Which kind of education seems to prevail in Bosnia and 
Herzegovina? Although the edifying dimension and goal of schooling17 highlights the 
similarities that arguably conflate citizenship and character education, it is, nevertheless, 
important to distinguish between the two- especially as it can have implications for the kind 
of engagement in society one later comes to practice. What is stressed as differences revolve 
around academic traditions; curricular organization; preferred view of the relationship 
between individuals and the state; curricular content; attitude toward “right” answers; attitude 
towards stages of learning. Sears & Hughes (2006) explain further how character education 
has no academic roots, whereas citizenship education is linked to, among others, history and 
social science; how the focus in character education is on private morality and personal 
action, but on primarily public morality and civic action in citizenship education; and how 
character education to a higher degree is premised on students passively adopting common 
and fixed ideas about the world, whereas citizenship education holds that children and youth 
should actively construct their own knowledge and stay open to different perspectives of the 
world (p.12). When we conceptualize education in this manner, the differences seem easy to 
notice.  
However, when reading a body of laws laying down the purpose and structure of education, 
such as “the Framework Law on Primary and Secondary Education in Bosnia and 
Herzegovina”, the formulation sounds legitimate and logical, and one does not immediately 
acknowledge what seems to be missing. In other words, only when comparing to the Danish 
law on secondary education (“Gymnasieloven”) was I able to conceive relevant aspects which 
are neglected in the BiH Framework Law. For the sake of argument, note especially the 
chosen wording in the articles defining the purpose of education; compared to the Danish text, 
which conceptualizes education by stressing an active development of the students´ “personal 
competence”,”creative and innovative skills and their critical sense”, as well as leading 
students to “an active participation in a democratic society and understanding of the 
possibilities for, individually and as part of a community, contributing to development and 
                                                   
17 This distinction between the edifying and the educating dimensions of schooling are also present in the Bosnian and 
Danish languages as, respectively, “odgoj”/”obrazovanje” and “opdragelse”/”uddannelse”.  
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change”18- the BiH text states that the purpose of education is “to contribute to the creation of 
a society based on the rule of law and respect of human rights” by ensuring “optimum 
development for every person” and “preparing each person for a life in a society which 
respects the principles of democracy”.19 One could argue that the BiH Framework Law does 
not demonstrate these claims to democracy, individual development and participation in an 
assertive and substantive manner, but is characterized by a passive abstractness and a static 
behaviour seeking to uphold the established system without substantiating what it means to 
prepare individuals for a life in society. One could further, in reference to Westheimer & 
Kahne, wonder if that is the life of a personally responsible citizen or that of a justice-oriented 
citizen? Furthermore, Article 34 states that the school should be “respectful and supportive 
towards the individuality of every student”, but as argued in the previous sections, students 
perceive the school as “restraining” them and forcing them to “think inside of the box”. When 
asked what the purpose of education is, the girl Fatima was quick with a reply, reflecting upon 
the ideals presented in the Framework and the actual praxis,  
“Well, the purpose of education would be to make us complete, meaning, to give us a much as 
possible that we can use on labour market. But…what education really does for us is to frame 
us completely, it puts us into a system in which we are nothing but a part of the machinery, 
and where we can’t achieve anything as individuals” (Appendix, p. 3).  
 
Going back to the notions of character- and/or citizenship education, it should be noted that I 
do not favour one over the other as such. During the field-study at PBG, a high level of 
respect and order was visible, the students would e.g. always greet you friendly in the 
corridors, stand up as you enter the room as a sign of respect, or take time to help with 
something if needed. In general, a school that obviously places great emphasis on moral and 
ethical behaviour and values, as also evident in the following words by Ammar, the alpha-
male of the group-interview with the 1st and 3rd year students, “(…) here we’re taught 
civilized behaviour and everything (…) I know how it’s like at other schools, here there is 
some kind of order. Apart from advancing our knowledge, they also better our relations with 
other people” (Appendix 2, p. 2). They are not only taught to respect authorities (no matter 
who they are), they are also taught “life values”, and that you should not misbehave or ever 
stop doing your best (Appendix 2, Ajla, p. 3). In relation to these reflections, the elements of a 
                                                   
18 Gymnasieloven 2005, https://www.retsinformation.dk/forms/r0710.aspx?id=132542, Chapter 1,§ 2, 4-5. 
19 See the full content on, http://www.oscebih.org/documents/osce_bih_doc_2003071115212674eng.pdf, quotes from 
Article 2, 3 & 34. 
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moral- and value education are inevitably present in schools, and should be, if not explicitly 
reintroduced, than at least made explicit. Relating to and preferring particular value systems is 
made a public matter, especially in the cultural-religious and socio-political climate of BiH, 
and so education should enable and challenge students to take into consideration their own 
values and norms and corresponding moral development. However, as professor at University 
of Amsterdam Wiel Veugelers points out, the attention to the moral and character education 
of youth should not take the form of a “transfer of values- neither from the perspective of a 
collective emancipation” but rather the form of “supervising the students´ processes of giving 
meaning to life. Students should learn to position themselves with respect to important 
ideological, social and cultural traditions” (Veugelers 2007:116).  
One should also note the problematic occurring in respect to citizenship education, i.e. to the 
idea of educating youth for citizenship. Three key problems are highlighted by Biesta et al. 
(2009) in the article “Understanding Young People’s Citizenship Learning in Everyday Life: 
The role of contexts, relationships and dispositions”. Namely, citizenship education is 1) 
primarily aimed at individual young people, which consequently leads to an individualization 
of democratic citizenship as it holds that democracy will follow naturally when all citizens 
have acquired the “right” competencies of the “good” citizen; 2) based on the assumption of 
citizenship-as-outcome of an educational and developmental process, which then brings to life 
an understanding of citizenship as an “adult experience” and, hence, of youth as “not-yet-
citizens” or “becoming citizens”; 3) neglectful of the question of learning which points to the 
fact that what is taught is not necessarily identical with what is learned as each individual has 
to make sense and meaning of the curriculum (pp. 6-8). 
Having said that, I believe education for citizenship to be more concerned with issues of 
social justice, equality, inter-subjective relations and the corresponding attitudes of 
community and participation, and, thus, more relevant to teach to young people living in a 
newly emerging democracy.20 This mainly because it can be helpful in, with respect to the 
opening quotation, enabling and encouraging youth to reflect critically on issues related to 
their identity, capabilities and hopes, whilst inspiring them to make a difference. The 
empirical data collected during the field-study at PBG, as presented especially in the group-
interviews, illustrate very well the ambiguity resulting from this critical questioning of one’s 
                                                   
20 In respect to this, Ichilov (2004) points to the problematic of ascribing school subjects dealing with the citizenship 
education of the students such a marginal status. She further points to the sporadic, rather than consecutive, teaching of 
these subjects and to the lack of connecting it to other subjects such as history and social science (p. 166). In BiH this 
tendency is worsened by the fact that “Democracy and human rights” (as the subject is called presently) is only taught 
in the 8th year of primary school and 3rd year of high-school. One can only ask what these students are supposed to 
have learned by the time they have the right to vote? 
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life-world, as the students come to portray a high level of critical reflectivity about their even 
higher level of incapacity for critical action. Their internal political efficacy, i.e. their belief in 
their own abilities to make a difference and to make themselves heard, is very much 
incapacitated by feelings of timidity and caution within the school-setting. Faris illustrates 
this when saying that the students can be characterized as “rather indecisive” and goes on to 
relating this to changing, e.g. the poor food at the school-kitchen, “(…) if we feel that we can 
do something about it, we will, but if it seems that we can’t, then we won’t do anything and it 
all falls to the ground” (Appendix3, p. 11). One could assume that this lack of action is just a 
reflection of the typical teenage-spirit, but the students seem rather to perceive and explain it 
as rather reflecting the fear of a retaliatory bad mark in school (Ibid, Amina, p.9), or “some 
kind of fear that we don’t antagonize someone” (Ibid, Seid, p.9), which then, in turn, brings 
about a characterization of citizens as unwilling to “stand out and say something out loud” 
(Appendix 2, Nejra, p.7), “necessarily careful” (Ibid, Nudjejma) and, hence, guarding and 
attending immoderately to the personal interests, and not the betterment and interests of the 
community (Appendix 3, Seid, p. 9). In other words, by lacking to equip the young citizens 
with the skills, knowledge and attitudes necessary for the development and strengthening of 
their internal self-confidence and capacity for action, one consequently undermines the 
betterment of society which is at the core of the purpose of education. 
In this sense, one can argue that the six individual motivations for participatory citizenship, as 
accounted for in Chapter 2, do not (or can not) seem to evolve into a “preparedness to act” in 
the particular case of BiH citizens. Arguably, the characteristics of a participant citizen cannot 
be activated being that the individual has not been equipped with the experiences, knowledge, 
values, skills, interests etc., necessary in order to be able to act upon feelings of, e.g. 
importance, ability or effectiveness.  
It is therefore considered crucial that students are enabled to, in the words of Westheimer & 
Kahne (2004), “weigh the varied opinions and arguments of fellow students and teachers. 
Because conceptions of the greater good will differ, justice-oriented students must develop the 
ability to communicate with and learn from those who hold different perspectives”(p 243). 
Recall the already mentioned episode with the young male student in 1.b  which was 
unnecessarily lead to repeat the phrases and words which the teacher had in mind; he seemed 
to have strong opinions, and a high level of confidence in them, which is argued to be a 
necessary psychological precondition for the kind of political efficacy needed for democratic 
citizenship (Jennings & Niemi 1974:136) - however, one can ask if this is mainly the case 
because he is still only a 1st year student, and has not yet been “properly” socialized to better 
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resemble the thoughts and behaviour of the students quoted above? So, if the school setting is 
assumed to frustrate and discourage the internal political efficacy of students, by emphasising 
a teaching-method that primarily assesses the memorization and formal recitation of factual 
knowledge rather than preparing the students for a critical-reflective and active life in their 
community, how then are we to move this “system-super tank”21 known as the education 
system and encourage BiH youth to confront those questions which are not only significant in 
terms of their co-citizenship roles and opportunities, but which are vital for their individual 
future prospects?  
Needless to say, the school is not the only context within which young people of BiH act and 
within which citizenship patterns and skills are shaped. Family, friends, hobbies, association 
membership, voluntary work and media all play a significant role in the (informal) education 
of individuals.22 In both focus-group interviews I asked the students to account for any 
extracurricular activities they are engaged with, and the behaviour of someone who they find 
inspiring. Of the mentioned motivating and inspiring behaviour, they all seemed to stress 
individuals who had “made it in life”, who had “not backed down” despite adversities and 
who is “well-respected” in society. This goes to show, in further reference to Biesta et 
al.(2009), young people make citizenship meaningful to them through actual participation in 
the contexts and practices “that make up their everyday lives”- and school just being one of 
them (p. 8).  
Following the assumption that these wider contexts provide young people with the 
opportunities to be democratic, it is then rather problematic that very few students responded 
that they are engaged with any relevant and systematic extra-curricular activities. However, it 
should be noted that my perception of extra-curricular activities and the perception of the 
students seemed to differ in definition. Namely, the majority of the interview-persons replied 
that they are engaged with various courses which they follow to improve their German, 
English, Arabic, computer skills etc., because they, in the words of Faris, “might need it some 
                                                   
21 Kolouh-Westin (2004) paraphrases Húsen (1999) who has compared “educational reform efforts and changes with 
the attempt of moving a “system super-tank”. He symbolizes education systems with a super tank; hard to start, hard 
to stop and especially hard to move. To change educational policies, curriculum structure and content from a 
socialistic centralized system in any other desired direction is a long-term process. What is important in the present 
situation is to get an in-depth picture and knowledge of what is taught in schools and how to develop a foundation for 
constructive, multi-cultural and relevant reforms” (p. 507).  
22 Biesta et al. (2009) refer to Kerr (2005) who illustrates this complexity of the processes of citizenship learning: 
“Young peoples´ development of citizenship dimensions (knowledge, skills, understanding, attitudes and behaviours) is 
complex and influenced by a range of interrelated factors and influences. These influences include contextual 
characteristics… or factors, “sites” of citizenship education (school, family, peer groups, community) and the various 
actors (teachers, parents, friends) that take part in the (formal and informal) educational processes at these different 
“sites” (p. 20). In their article, Biesta et al. categorize further these contexts or sites as falling into four broad 
groupings, namely; unavoidable, compulsory, voluntary and ambiguous contexts. Schooling is identified as a 
compulsory context due to the formal or legal requirements of attendance (p. 18). 
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day, I mean, today a person isn’t acknowledged as literate if they don’t speak English and 
aren’t familiar with computers (…) So, the more we know the better” (Appendix 3, p. 2). On 
the other hand, extracurricular activities as I perceive them take place in a setting less 
instructive and formal, and are not exclusively concerned with the further development of 
cognitive capacities of the individual but are rather valuable and crucial for the development 
of the aspects of internal political efficacy seemingly missing within the formal education 
system. Of course, literacy as a basic skill is vital for participation within society, but literacy 
does not suffice if does not enable and encourage action, and, in the words of Freire, fails to 
“offer opportunities for the analysis and debate of problems” (Freire 1973:36; see also Dewey 
in Lauder et al. 2006:93). Hence, extracurricular activities are linked to meaningful, 
democratic experiences which, in the words of one of the two students engaged in an 
association, not only provides knowledge of the many sides to a young person’s life it is also 
“a great way of getting to know ourselves, which then makes you behave differently toward 
others” (Appendix 2, Nejra, p.4). Although it is not my intention to devalue the 
extracurricular activities and school-clubs which the student do take part in, one could argue 
that their lack of engagement with associations and activities more relevant to and affiliated 
with the development of democratic citizenship skills and attitudes, can be explained in terms 
of their preoccupation with the kind of factual knowledge that is clearly more valued and 
better graded in school settings. Preoccupying themselves with “knowing more” and 
increasing their level of basic literacy, i.e. the time they do not spend on doing homework and 
preparing for class they end up spending on improving e.g. language or computer skills, 
results in a lack of free time and the kind of cultural capital necessary for active (political) 
participation and interest in societal issues. This, of course, is not true for all the respondents 
as some made it clear that not only are they too busy with the homework they already have, 
they also like spending time with their friends much more than taking a, say, course in 
English. However, in stead of then increasing their interest in and knowledge of societal 
issues, these particular respondents seemed even more so uninterested in and unaware of 
socio-political processes. Is this evidence of a drawback of Bourdieuʼs theoretical concept, or 
just its shortcoming in dealing with teenagers- it is impossible to determine here. Still, one 
could argue that the lack of interest in societal matters could be traced back to a low degree of 
internal political efficacy which then could be traced further back to a lack of free time and 
sufficient cultural capital. Furthermore, one can assume that a low level of confidence in own 
ability to understand issues of relevance and to make oneself heard is a consequence of the 
lack of knowledge of one’s  rights and responsibilities as a citizen. The male respondents Seid 
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and Faris both point to this aspect. Namely, in the words of Seid, “(…) the problem is that we 
don’t know our rights, that we aren’t concerned with that topic and so we aren’t even aware 
of what we can put in motion, if we can improve and influence something, rather, to demand 
some changes” (Appendix 3, p. 9). Faris further reflects and explains this incapacity for 
participation as a consequence of the lack of democratic experience,  
“you’re used to live in a system in which you could not protest (…) And then, all of the 
sudden, an arrangement called “democracy” appears out of the blue, and with it comes a 
right called “to protest” and we make use of that right, but we have no idea what it means 
and why we are protesting. We know that protesting is basically a way of expressing some 
dissatisfaction, disagreement with something, but we don’t know that (…) we have to keep 
fighting afterwards” (Ibid). One could then argue, in respect to the preparation for active 
citizenship, that the prevalent form of learning and approach to education in schools 
throughout Bosnia undermines the significance and necessity of the actual application of 
acquired knowledge in society, which furthermore seems to enhance a procedural 
understanding of democracy whereas the substantial form and the actively participant citizen 
is pushed into the background. Although factual and procedural knowledge of political 
processes is very important, the citizenship education received in BiH schools, as concluded 
by Kolouh-Westin (2004) following her major textbook analysis discussing the relationship 
between education and democracy in BiH, presents democracy, human rights and citizenship 
“mostly in negative form” in a “factual, neutral manner or in an emotionally loaded way, and 
not in an elaborative or exploratory way” (p. 506), thus failing to illustrate what democracy is 
and how it works, only what it is not. Following this line of thinking, the understanding of 
citizenship, as argued for in this thesis, is synonymous with participation; about participation, 
for participation and in participation. In relation to the education system this comes to mean 
that,  
“Education about participation entails content and knowledge. Education for participation 
provides skills such as powers of analysis and criticism, but also attitudes and values such as 
commitment to the community and integrity. Education in participation is based in action and 
experience”(Stradling 1987 in Fogelman 1997:205).  
Hence, one could argue that placing a narrow emphasis on either one would not suffice in the 
longer run, as a democratic society is sustained by citizens who are not only literate and 
knowledgeable, but who are also characterized by independent and critical reflection and an 
active commitment in a wide range of societal issues. These participatory citizens are aware 
of their rights and duties, of the necessity of participation in society and of the plurality of 
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self-images that make up their citizen identity. In the following, i.e. the second part of the 
analysis, we will look further into these three dimensions of citizenship as played out among 
Bosnian-Herzegovinian youth.  
 
 
4.3. Citizenship as Doing Good rather than Political Good? 
4.3.1. Authority structures and the individual 
Whereas the previous section (4.2) dealt primarily with the nature of instruction exercised 
within the educational system in BiH and how this influences the skills and expectations 
young students develop in respect to themselves, the following section (4.3) will discuss how 
this ultimately comes to influence young people’s perception of their rights, opportunities and 
action within authority structures of society- of which school is but one. In examining how 
young people in BiH conceive of their rights, duties, opportunities and possibilities for action 
within their particular high-school, we, in fact, analyse and discuss to what degree young 
people regard their school and society as responsive to their wants and needs. This aspect of 
external efficacy is considered as being equally important for citizenship action as the internal 
psychological self-confidence- if not more important and decisive. 
In discussions on citizenship and participation, the mutually interdependent and reinforcing 
relationship between political culture and political structures is often forgotten. Although not 
a particularly original observation, there is a tendency to underestimate how in fact feelings of 
personal inefficacy in participating in the authority structures of society contribute to a view 
of political processes and structures as unresponsive which, based on prior experience and 
observations, causes the individual to conclude that participation would be pointless -which 
then further reinforces feelings of inefficacy and so on. But what is in fact identified as “the 
authority structures of society”, and how is this relevant to the thesis at hand? In her article 
“Political Culture, Political Structure and Political Change” (1971), Professor Carole 
Pateman states that the political culture is not solely shaped by national political structures, 
but is to a large degree also the product of “political structures on a wide definition of the 
term “political”, in various social spheres” (p.303). With a reference to a study by Almond & 
Verba, Pateman writes that it is the opportunities for participation within the home, the 
school, the workplace, i.e. the authority structures of different spheres of society, that are 
particularly important as to how the individual will generalize his experiences from the 
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authority structure of e.g. the school, to the wider political sphere. In other words, using the 
example of the workplace, “If the individual has the chance to participate, to exercise 
influence over decisions, at work then he will see the political sphere as offering similar 
opportunities” (p. 301). Following this line of thinking, one could argue that the push for 
change and democratisation in BiH should not necessarily and categorically be placed at the 
government level (as one can assume that the ethno-nationalists wish to stay in power and 
will not change the current political structures), but perhaps rather at the cantonal and local 
levels. This mainly because feelings of inefficacy (internal as well as external) is not 
distributed differently across ethno-religious lines, but is equal for all of the population in 
BiH, and should be dealt with and counteracted in the social spheres that ultimately 
institutionalize practices of injustice and dogmatism as well as the corresponding feelings of 
inefficacy and apathy. In this thesis I discuss this point of view in the sphere, or authority 
structure, of the education system, which, due to its status of a compulsory context, offers 
very limited opportunities of having a say and influencing the conditions of schooling. In 
relation to the mentioned institutionalized practices of injustice and the experiences of 
inefficacy that are generalized to the wider political spheres, it is relevant to mention here the 
local colloquial term “štela”,23which denotes a form of nepotism, often based on personal and 
family relations, by which having certain connections permits greater access to services in 
BiH or benefits that might have not been received otherwise. “Štela” is, then, the intentional 
“setting up” of a situation in order to obtain something, including to a large degree basic 
services such as access to education, employment and better health-care (UNDP 2009:73). In 
the words of the UNDP-report,  
“BiH is not unique by any means in this sense. What is significant, however, is the scope of 
the phenomena. In BiH it appears to pervade so entirely so many institutions. As such, it is the 
degree to which štela acts as a disincentive, to which it reduces the quality of services, to 
which it blocks access to services and to which it encourages corruption in a kind of snow-
ball effect that is of such concern” (Ibid, p. 85). Thus, the relevance of this term is to be seen 
in terms of citizenship rights and duties and the possibilities for action in Bosnia-
Herzegovina; the widespread and “acceptance” of “štela” not only produces inequalities and 
contributes to social exclusion, it also significantly has a disempowering effect on individuals 
                                                   
23 As explained in a UNDP report (2009:73), “the noun “štela” and verbs “šteliti” and “našteliti”, as well as “imati 
štelu” are colloquial expressions. These words trace their origin from the German verb “stellen”, which means “to set 
up” and in colloquial Bosnian means “a set-up” or “connection”. Furthermore, “the word “štela” and its derivatives 
have a less negative connotation than the word “corruption”; they are “softer” and more connected to private than to 
public discourses”. 
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(Ibid, p. 22). With reference to Džihić & Segert´s already mentioned characterisation of BiH 
as a “mere electoral democracy”, it becomes evident that there are institutionalized limits to 
the participation of the population, being that “the sea of democracy is more or less 
interspersed with authoritarian islands”- at all levels and within all spheres of society (Džihić 
& Segert 2011:5).  
 
The scope of this problematic increases when considering the younger generations who have 
no memories of or experiences with a different way of doing things, or in the words of the 
student Faris, “all we know is how it is in reality, and we have never experienced another kind 
of society. Because… this is how things are around here” (Appendix 3, p.7). One could then 
ask; Is it not the role of education to facilitate young individuals with a wide range of 
behaviours and choices concerning their future? Is it not the purpose of education to enable 
and encourage the students to actively engage with different perspectives and approaches? 
Why then does the school authority structures not put more emphasis on creating the right 
conditions for these young people to learn in a way that will equip them to apply their 
knowledge and skills outside the school contexts? Instead, students are left with the feeling 
that, 
“we live in a world where it’s necessary to get acquainted with new cultures, and basically 
you’re introduced to something new that you still haven’t gotten used to, to which the school 
hasn’t accustomed you and then basically you have no way of finding your way and that’s a 
general problem with our education” (Appendix 3, Faris, p. 4). The teacher-dominated 
instruction form and the lack to promote independent and critical thinking can be interpreted, 
in the words of Muckle &Morgan (2001), as mechanisms of social control, by which a 
particular form of “political correctness”, that stresses “the infallibility of the interpreters”, 
seems to replace the “capacity for judgement and moral decisions with the slavery of 
conformism” (p. xiv). In Bosnia-Herzegovina an empowerment of the individual and 
development of skills that will be beneficial to the individual, such as e.g. personal autonomy 
and self-esteem, is not disregarded or rejected as such, but it is not stimulated or facilitated 
either due to the “negative connotation” of the term.24 Rather, there is an observable emphasis 
                                                   
24 In an article Šavija-Valha (2009) points to the “negative connotation of the term “individual”, which has been used 
to label actions and demands as opposite to the common interest. One can often hear the phrasing “There are some 
individuals that…”. This has not changed substantially to this day; being “an individual” is still something negative!” 
(p. 1). Drawing a parallel to the tendency of increasing individualism and deteriorating social cohesion in other 
Western democracies, one could to some extent justify this negative perception. However, perhaps due to the 
communist heritage the majority of BiH citizens do not recognize that there is a long way from asserting the 
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on the individual’s moral and dutiful character traits which not only brings about an “avoiding 
of politics” and “distracts attention from analysis of the causes of social problems and 
systematic solutions”, it also can be “at odds with democratic goals” (Westheimer & Kahne 
2004:243-244). In other words, incitement to and promotion of kindness, voluntarism, 
patriotism, honesty and other desirable traits are not inherently about democracy as any 
government leaders (even the ones in totalitarian regimes or in ethno-democracies) would be 
pleased if the citizens behaved according to the principles propagated by advocates of 
personally responsible and participatory citizenship. If young people are not taught that the 
democratisation of society requires collective action, critical and questioning approach to 
societal issues and attitudes of engagement rather than lethargy and passivity, then the 
education system is further reinforcing a conservative, individualistic, procedural and passive 
notion of citizenship. 
Rather than being empowered and prepared for participatory citizenship, the majority of 
young people in BiH have been disheartened and prevented from trying to change anything 
within the authority structures of their schools. They have, in their own words, “been burned” 
by the experience (Appendix 3, Fatima, p.9; see also e.g. Hart 2009:653). It is with respect to 
these feelings of inefficacy that Biesta et al. (2009) argue for a redirected response to 
citizenship learning in authority structures such as the school, namely that more appropriate 
and effective approaches “lie in a concern for the actual condition of young people’s 
citizenship, rather than in the mere improvement of the curriculum for citizenship teaching (p. 
21, my underlining). Assuming that feelings and experiences of inefficacy within the school 
will also pervade during university studies and at the workplace, young BiH citizens will 
conclude their observations to the wider political spheres of society and thus be unable to 
cultivate the attitudes and skills crucial for the self-determining and questioning citizenry who 
can hold politicians accountable and take part in the democratisation processes of BiH. Not 
only do students feel unconfident to speak up, they also perceive the authority structures of 
their school and society as unresponsive to their wants. In their own words: 
Esma ,“Are you sure that the petition will not end up in the trash-can?” (As a reply to the 
notion that one aspect of active citizenship is to sign petitions, Appendix 3, p.10). 
Amina, “We students tried to protest, I mean sign petitions, and nothing happened, why then 
should we keep trying?”(Ibid, p.11). 
                                                                                                                                                               
individual’s right to hold, express and act upon their opinions, feelings and/or critical reflections and then to the 
disintegration of acknowledged norms and values or the common good. 
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Nejra, “(…) do you think they would respond or actually come? We are not old enough, and 
what ever we say, to start with no one would take us seriously…” (Appendix 2, p. 5). 
Faris, ”Basically when you realize that something is off, they say ”write something about it 
and we’ll take it up at the teacher-meetings”, Fatima, “yeah, but some excuse always comes 
up and it falls to the ground” (Appendix 3, p.3). 
This aspect of citizenship which measures the external efficacy of citizens, i.e. the degree to 
which they believe that it is worth participating and that decision makers will listen to their 
opinions, is often neglected or taken for granted by scholars who do not consider that, “under 
some circumstances even opting out of the political process could be a logical response” 
(Pateman 1971:298). Apart from the lack of internal efficacy and confidence in own 
competences discussed in the previous sub-section (4.2.3.), this aspect of external efficacy is 
particularly relevant in terms of the practices of democratic citizenship and the 
democratisation processes of a society. In this respect, it is relevant to discuss the 
consequences of an equally low level of external- and internal efficacy in a country such as 
Bosnia and Herzegovina. What can be expected when individual self-perceptions of 
inefficacy are intimately related to the perceptions of the decision makers as unresponsive? 
 
4.3.2. Coffee-shop citizens 
Inertia, passivity, apathy, lack of activity, lethargy. The echo of these words is ringing 
throughout the entire of BiH, reaching out to every corner, affecting the greater majority of 
the population, young, old, Bosniaks, Serbs and Croats equally. Although most literature on 
citizenship asserts that one’s participation and interest in societal matters increases with the 
level of education received, one can argue that the dominant understanding within the 
educational system of young people as “not-yet” or “becoming” citizens and the 
corresponding upholding of traditional citizenship roles as almost exclusively based on law-
obedience, spectator behaviour and identification with the community (Jennings & Niemi 
1974:132) not only fails to prepare individuals for active participation it also undermines the 
current potential of youth which remains unused and, in time, discouraged.25 In terms of the 
                                                   
25 Although this aspect of the extensive curricula and the encyclopaedic like text-books is primarily a reference 
to the obstacles to citizenship faced within the school-setting, other highlighted aspects can be observed more 
generally among the BiH citizens, especially the lack of opportunities for participation. This, according to 
Almond and Verba, is the missing link between the education and socialization received in school and the 
following adult political behaviour: “Those who tend to be politically apathetic… have typically had a few or no 
opportunities to participate in different social spheres from childhood through to adult life. Thus this evidence 
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highly fact-saturated curricula, the lack of active engagement with acquired knowledge and 
the dominance of different authority structures it is assumed to be “irrational for the average 
citizen to use his time and energy taking a keen and active interest in politics” (Pateman 
1971:301). Combined with the low levels of internal- and external efficacy, participation 
comes to be seen as pointless and apathy, then, as a realistic or justified response (Ibid, p. 
299). In the words of the student Fatima, “We’ve gotten used to it, we’re so used to the 
situation  that even when something bothers us, we just adapt to it (she shrugs her 
shoulders)…no one even thinks about trying to change things, we just try to find enough space 
for ourselves to be able to function” (Appendix 3, p.13). When political expectations are 
frustrated continually and demands are not met (e.g. when the students are told that there 
requests will be addressed at teacher-meetings without any actual changes occurring) then, as 
argued for by Pateman (1971), one of two things are likely to happen; a) either the citizen 
demands that the structures and processes are changed so that participation ceases to be “pure 
illusion” or b) the citizen gives up trying to influence the political process and lapse into 
apathy (p. 297). And so, the Bosnian-Herzegovinian citizen assumes the position of a passive 
subject, or better yet, “an object of social and political happenings” (Šavija-Valha 2009:2).  
In everyday life this comes to mean a perverted conceptualization of private vs. public 
matters. Sarajevo-based prof. Mujkić explains, “With us, what is private, i.e. my most intimate 
beliefs about the existence of an ultimate creator, becomes public: religious rituals become 
public, but issues which should be public become private. Hence, some public issue, e.g. a 
tender for water supply, we tend to solve in brotherly agreement” (Mujkić in Imamović 
2007). This lack of understanding of and experience with democratic participation brings 
about a citizenry that is not easily awakened from their state of lethargy. This is also evident 
within the school-setting as the majority of the students tend to ask first “how long will it 
take?” and “what’s in it for me?” before they agree to participate in anything (Appendix 2, 
Fatma, p.6). This then leads the participants in the two focus groups to respond to my 
questions as follows, 
“Interviewer: Ok, let’s talk about characteristics. What characteristics are necessary in 
order… to be an efficient citizen?  
(…) Fatima: illegality, anything corrupt, connections and štele. 
Amina: Eloquence… 
                                                                                                                                                               
provides the missing link between the studies of childhood socialization and the psychological aspect of adult 
political behaviour”(in Pateman 1971:303). 
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Faris: Delinquency? (they all burst into laughter) (…) 
Interviewer: Ok, but that’s not exactly proper for a democratic society… 
Esma: This is the way Bosnians perceive a democratic society!” (Appendix 3, p.7)  
Fatima reflects further,  
“And in general there is an unbelievable level of lethargy and apathy (the other students 
respond in chorus “Exactly!”), not just in our school, but in the entire city, in the country. 
Everyone will sit at coffee-shops over a cup of coffee and say “this is bad, I’m dissatisfied 
with this and that” but no one will do anything about it” (Ibid, p. 8-9).26  
 
One cannot help but wonder if the state of lethargy and apathy prevalent in BiH is not to some 
degree self-induced, in such a way that citizens of BiH impose a state of indifference and 
passivity so as to avoid facing reality. Waking up and refusing to passively accept the nature 
of things comes with a price, i.e. it brings about confrontation and questioning and hence also 
the possibility of antagonizing someone. Combining this previously mentioned fear of 
antagonizing someone (in Bosnian “zamjeriti se nekom”) and the inexperience with and 
incapacity to bringing about change the democratic way, leaves the (young as well as adult) 
citizens in a state of passiveness and inertia and with a waning optimism for the future.27 A 1st 
year female student, Dženita, depicts this problematic,  
“We’re all really motivated in high-school, our professors say to us “you’ll become this or 
that”, “you are our future, we’ll leave all of this to you, you’ll get us out of this crisis”…back 
and forth, we finish university studies, can’t find a job, can’t do this can’t do that, like mice in 
a small hole” (Appendix 2, p.5). One could argue accordingly that such a stressful, depressing 
everyday life perverts the possibility and motivation for democratic citizenship participation 
in the form of a vicious circle; if citizens do not acknowledge the necessity of taking matters 
into own hands and working collectively to change that which causes dissatisfaction then they 
feel disempowered and lapse into apathy, which again only leads to talks over a cup of coffee 
about how bad things are and so on and so forth. Fatima says,  
“Yes, but you know, no one will think about moving the dumpsters because they smell or 
building a shelter for stray dogs, when all you can think about is “will I be able to find a job 
tomorrow, will I be able to continue my studies financially, will I have enough money to dress 
                                                   
26 According to Dictionary.com, lethargy, deriving from Latin lethargia, denotes the quality or state of being 
drowsy and dull, listless and unenergetic, or indifferent and lazy; apathetic or sluggish inactivity 
27 Furthermore, according to a wide range of literature on Bosnia and Herzegovina, this low level of optimism 
for a secure and prosperous life in the cities of BiH results in an increasing level of ”brain-drain” and people 
leaving everything behind in the hope for a better future for their children. 
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and feed myself and my family…”. Faris then continues, “we have so many big problems that 
no one stops up to think about the more trivial stuff” (Appendix 3, p.14). This is one of the 
crucial aspects which must necessarily be taken into consideration when dealing with active 
and transformative citizenship in Bosnia-Herzegovina, as a daily struggle for individual 
survival makes it that much more complicated to participate actively in societal issues or act 
upon dissatisfaction. This statement is supported by Ruth Lister, Emeritus Professor of Social 
Policy at Loughborough University, 
“Personal autonomy, together with physical survival, constitutes the precondition for action 
in any culture and, as such…represents one of the “most basic human needs”-those which 
must be satisfied to some degree before actors can effectively participate in their form of life 
to achieve any other valued goals” (Lister 1997:17). 
Apart from this lacking confidence in a brighter tomorrow, another factor for the low levels of 
citizenship participation is a general lack of knowledge about, e.g. the non-governmental 
sector and its activities or the general role and purpose of civil society in a democratic society 
(UNDP 2009:64). Not being familiar with the functioning of societal structures or with 
effective ways to democratically bring about changes is one thing, but yet another if one has 
distorted conceptions of a democratic society in general and one’s role in it in particular. I 
especially find the following argument by Šavija-Valha (2009) as depicting this rather 
accurately, “ 
“It seems as if the basic message has not been transmitted…that civil society is a sphere of 
acting in community, above all the united acting of citizens in an articulation of own and/or 
common interests, and the demanding of rights...which originate from nothing less than their 
own, in addition to, basic human needs (…) And it is not anything scary, dirty, obscure or 
corrupt! It is simply a matter of taking responsibility for yourself and your environment. 
Refraining from such action is to abstain from own rights” (p.3, original emphasis).  
 
One could argue that if, or when, individuals fail to realize this and to uphold their rights and 
responsibilities as citizens in a society, they leave room for the kind of ethno-politics holding 
Bosnia-Herzegovina in a tight power grip and its population in a state of passivity. By not 
taking responsibility and confronting questions critical to one’s life-world individuals 
ultimately end up hating the society they took part in creating by electing those who make the 
decisions and, more importantly, by not holding them accountable. Mujkić (2007) argues that 
it is evident that BiH peoples and citizens have “undergone a political euthanasia” being that 
“no scandal, corruption, or failure of the ruling structures can create public rage, much less 
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appropriate public reaction” and as a significant side-effect society is perceived as a kind of 
“force of nature” (pp.124-125). The cause/effect relation is unclear to me at this point; is it the 
lack of opportunities for participation in and unresponsiveness of different authority structures 
that leads the citizens of BiH to restrict their political discussions and dissatisfaction to the 
coffee-shops, or is it rather the tendency among BiH citizens (young as well as old) to 
relinquish own rights and responsibilities that is consequently consolidating the power of the 
elites and nationalists? Whatever the cause, the solution seems to lie in the hands of an 
educated, empowered, critical and united citizenry, who, despite ethno-religious affiliations, 
should be encouraged and enabled to participate democratically in a society which is in the 
midst of a democratisation process. 
When Larisa Kasumagić, professor at the University of Sarajevo and author of several articles 
on post-war healing and education, puts forward the argument that young people in BiH 
cannot themselves be deemed responsible or criticized for their passivity and desire to leave 
the country as they have never been taught how to become, or why it is important to be, 
involved in society, I can concur well along the way. Accordingly, when government and 
educational authority structures fail to provide the conditions and resources necessary for the 
facilitation of a wide array of knowledge, skills and attitudes crucial for democratic 
citizenship, it is considered a logical outcome that young people will feel inhibited to express 
themselves in the presence of external authority being that they have not been encouraged and 
enabled to reflect individually and critically and to engage actively with their rights and 
responsibilities (2008:381). However, although legitimate and substantiated, this 
victimization is counterproductive and does not incite the kind of attitudes needed for active 
citizenship participation. These coffee-shop citizens, young people as well as adults, 
consequently lapse into apathy when they primarily unite as victims of injustice and 
discrimination, war crimes, the financial crisis and/or ethno-nationalist and corrupt 
politicians, rather than uniting “on the basis of shared strength and resources”, especially 
since no peoples and citizens can afford “to relinquish the belief that they exercise some 
measure of control, however relative, over their lives. They cannot afford to see themselves 
solely as “victims” because their survival depends on continued exercise of whatever 
personal powers they possess” (Lister 1997:39). I believe this line of thinking to be an 
essential predisposition for the awakening of the peoples and citizens of Bosnia and 
Herzegovina and for the relocation of critical articulation of dissatisfaction from small coffee-
shops to the wider spheres and authority structures of their society.  
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4.3.3. A plurality of self-images and purposes 
Following the line of argument posed above, in this sub-section I argue that by reacting in the 
public sphere citizens not only take on their rights and responsibilities, but they also develop 
an understanding of the plurality of self-images and purposes that make up their citizen 
identity. In respect to this, Delanty (2010) claims, with reference to Durkheim, that “the 
extreme nationalism of the early twentieth century”, such as the ethno-nationalism visible in 
Bosnia-Herzegovina might I add, “can be cited as examples of the pathological consequences 
of the absence of an appropriate form of community”. In continuation, the collapse of older 
collective representations in BiH (communism) results in the falling back on older forms of 
community (ethnicity) when in fact “a new spirit of community which might be called post-
traditional” should be established and cultivated (p.26). Throughout this thesis I have 
discussed and analyzed what kind of individual is needed in order to support the 
democratisation process in newly emerging democracies such as BiH, and consolidate further 
democratic practices in old democracies; I have then pointed to the concept of citizenship as it 
is based on the notion of an overarching identity which does not put emphasis on a common 
cultural or religious identity, but rather on a shared identity as citizens with a wide array of 
(political) identities based on one’s gender, race, ethnicity, profession, age etc. (see e.g. Haas 
& Korsgaard 2004; Gundersen 2008:59; Annette 2009:150). In this sense, Delanty argues 
that, “In order to build up self-esteem, self-respect and autonomous human beings, citizenship 
needs to be more discursively mobilized. Citizenship must be able to give voice to personal 
identities, rather than being seen as a cultural expression of collectivities” (2003:604). 
Hence, one should refrain from educating the next generation of citizens along pre-dictated 
lines of normative expectations of duties, obligations and/or attitudes, but rather seek to 
enable and encourage them to act and interact as democratic citizens in their everyday lives. 
Some literature on citizenship in BiH (e.g. Gundersen 2008) assume a straightforward 
approach to citizenship in a BiH context by arguing for and placing equal emphasis on both 
an ethnic/cultural identity and a political identity, not considering the fact that in reality the 
two have often excluded one another throughout Bosnian-Herzegovinian history. It is not my 
intention to undermine the value and significance of either one, but, rather, to argue that by 
constantly juxtaposing them and referring to them as parallels might result in a disassociated 
and divorced understanding of one’s citizen identity (as did happen during the communist 
period with the simultaneous holding of both a federal, Yugoslav, and a republican, Bosnian, 
citizenship). Hence, what I call for instead is a conceptualization of education and the 
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corresponding teaching-methods as directed towards facilitating young people with 
opportunities to foster their individual, liberal-democratic identities- which includes, as 
opposed to placing primary focus on, their ethnic and religious affiliations as well as, say, 
their artistic or lingual predispositions. During the focus-group interviews, it became evident 
that students also inquire this approach as best described by the 4th year student Amina, 
“Class-teachings are conceptualized in such a way that we have no way of identifying 
ourselves with something …basically, we are not encouraged in any way. I think it would be 
ideal if the teacher would have such an approach as to help the student to…to encourage him 
in a subject [or field] that the student is good at” (Appendix 3, Amina, p.5). Instead of this, 
there seems to be, as discussed earlier in this thesis, too great an emphasis on character 
education in the BiH education system, which means that the identity dimension of 
citizenship becomes more important than the dimensions of status, rights and participation 
equally important in the realization of democratic citizenship. One could argue that this is not 
regretful as such, as it gives a better understanding of which dimension should be used to 
influence change and to stimulate the other two dimensions (Sarajlić 2010:14), but in reality a 
constant emphasis on the “exclusively ethnic form of political representation has negated the 
political citizen in the pluralism of his or her identities and political interest” (Bakšić-Muftić 
2001:297 in Mujkić 2007:113) and as such renders the young students unable to engage with 
and apply the acquired knowledge in a critical, independent and questioning manner.  
 
Following this line of thinking, one can argue that it becomes necessary to conceptualize 
citizenship not only as a legal designation, but also, and perhaps more importantly, as a social 
role. In terms of this, and conferring with the arguments posed in section 4.2, Boele Van 
Hensbroek (2010) claims that, “”(…) by giving a social role the central place, it draws 
attention to a range of societal and socio-psychological preconditions that need to be fulfilled 
for the actual practice of citizenship roles.” (p. 325). As such, this emphasis on the citizen’s 
social role not only highlights the significance of participation and engagement in society and 
common activities, it also stresses the necessity of translating individual agency into 
collective action in order to affect change. Then, assumably, follows an acknowledgement of 
the postulation that a variety of citizenship practices is a legitimate manifestation of 
democratic pluralism and that citizens, in light of both their level of education and different 
(political) interests, can and should occupy “multiple subject positions such as class and 
gender and race” (a transversal politics) and “come together in solidarity to resist a common 
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oppression” (a politics of solidarity) (Moosa-Mitha 2009:372).28 With respect to this, 
Pateman (1971) puts forward a distinction between “the typical young protester” and “the 
typical apathetic citizen”. She claims that although they share the same view of the political- 
and/or authority structures, as e.g. unresponsive, they differ in their interpretation of the 
democratic norm of participation. While apathetic citizens lapse into apathy and feel unable to 
participate because they cannot seem to envisage an alternative (democratic) structure, the 
“protesters” break the circle of apathy by adhering to the norm of active citizenship 
participation, although based on a differing interpretation from that of traditional or 
government expectations (p. 304).  
What then must be done in order to bring about among BiH citizens an understanding of 
citizenship as based on a participatory social role, as opposed to e.g. the general acceptance of 
violations of minority rights, discriminatory social practices and structures and the use of 
“štele”? Two particular, mutually inclusive, propositions come to mind - one relating to the 
entire population and the other particularly dealing with the young citizens of BiH. On one 
hand, as previously mentioned, BiH citizens must abstract from the uncritical and adherent 
stance they were lead to assume as a consequence of the socialist regime, and instead learn to 
express and demand, in community with others, concrete interests, rights, and attitudes and, 
ultimately, take responsibility for the further realization and advancement of same. On the 
other hand, with reference to the recommendations of UNDP (2009), it is necessary to create 
a framework that not only facilitates more voluntarism in BiH, but also provides formal 
recognition to volunteers for their work and raises awareness of the social as well as 
individual benefits of volunteer work (p. 90). According to the interviewed students, 
information about NGOs is not easily acquired as they do not know who to turn to nor does 
their school particularly value volunteer work outside of the school and so one must prioritize 
school-work.29 This is rather unfortunate being that, as argued by especially feminist and 
                                                   
28 One could argue that the alternative to this is a system which favours group- instead of individual rights and is, 
thus, neglectful and unheeding of violations, discrimination or injustice that goes beyond particular group 
interests. In terms of BiH’s Dayton-based political structure, with the public debate constantly revolving around 
values, agendas and rights of the three main ethnic groups, the human rights violations of Bosnian citizens of, 
say, Roma and Jewish origin, female gender, elderly, disabled etc. are continually overshadowed and 
disregarded, which only seems to further postpone the democratisation process (see e.g. Sarajlić 2010:20). 
29 However, it should be noted that a 2009 United Nations Development Programme in BiH concluded that 
current percentage of associational membership signals a positive trend. Namely, “Younger respondents (below 
30) most frequently reported being a member of an association (21.8%) (…) This larger proportion of younger 
people who are members of associations bodes well for the future and may signal a positive trend. At the same 
time, levels of associational membership increase with the levels of education, with more than twice as many 
people with higher education being members of associations or organizations than those with low education” 
(UNDP 2009:63). 
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communitarian theorists, active participation in society and associations contributes to and 
promotes personal development, greater tolerance and pluralism, the strengthening of self-
confidence and, consequently, to a perception of oneself as being a competent and efficient 
citizen (see e.g. Lister 1997:25; Belloni 2001:173).  
In this respect, one can argue that the character traits promoted by the advocates of personally 
responsible citizenship are valuable in a society as they have the potential to foster social trust 
and -cohesion and promote collective efforts and responsibility. Hopefully, the reader is not 
under the impression that I render the dimensions of personally responsible citizenship, as 
identified by Westheimer & Kahne, as being trivial or insignificant. Certainly, there are a 
considerable number of reasons to promote personal responsibility, some of which I have 
asserted myself. However, being that emphasis in this thesis is placed on a critical-reflective 
notion of citizenship, with a corresponding accent on knowledge, skills and attitudes 
necessary for participation in and change of social spheres, it is clear that what is highlighted 
is not a traditional ideal of good citizenship, but rather a progressive ideal of active 
citizenship. When the students of PBG reflect on citizenship action in their school and society 
they especially point to humanitarian or ecological projects, or in the words of the 3rd year 
student Ammar, “(…) really there are all sorts of projects, especially humanitarian (…) there 
are constantly humanitarian actions, or actions of an ecological type. Just the other day we 
went out to plant flowers…really when it comes to that, this school offers some form of 
citizenship education” (Appendix 2, p.4). In this way, doing good primarily in ones 
neighbourhood (in Bosnian “komšiluk”) is perceived as citizenship. Accordingly, one can 
argue that they seem to equate the good citizen with the good person, even though there is a 
significant difference between “doing good” and “doing political good” as the former risks 
resulting in “forms of volunteering that will fail to challenge the students to think and act 
“politically”” (Annette 2009:152) and thus hinder, rather than make possible, democratic 
change, critical reflection and justice-oriented participation. 
 
Although education systems should encourage and foster the various dimensions of 
citizenship, including allegiance to and participation in the system, social and interpersonal 
behaviour as well as moral-ethical character traits, it is estimated that young people’s 
                                                                                                                                                               
Furthermore, although the formal structures of the voluntary sector and NGOs are still very much inadequate, the 
report asserts that if voluntarism is conceived more broadly as expressing “people’s willingness and capacity to 
freely help others” then data shows “significant levels of altruistic behaviour within social networks in BiH, not 
only among close friends and family, but also within broader groups” (Ibid, p. 66). 
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citizenship is not just and primarily a cognitive competence, but is rather a situated and 
relational learning process which enables young people to reflect and question and, hence, 
resist demagogy. In the words of Copenhagen-based Bosnian-Herzegovinian Selma 
Bukovica-Gundersen (2008), “Individuals who have, from childhood, been taught to think and 
reflect (as opposed to just having an opinion), are presumably better equipped than others to 
resist demagogy” (p.82). Hence, somewhat ironically, the only nationalism tolerated in 
democratic citizenship is “civic nationalism”. A term coined by Michael Ignatieff, receiver of 
eleven Honorary Doctorates, “civic nationalism” is assumed to be democratic in character, 
placing emphasis on citizens as equal, rights-bearing and “patriotically attached to a shared 
set of political practices and values”. It is, further, stressed that this form of civic nationalism 
should be intimately connected to education for personal autonomy and democratic 
citizenship as, arguably, “(…) our lives should not be determined by history and fate, and 
significant possibilities for reflective choices should be insisted upon” (McLaughlin & 
Juceviciene 1997:27-28). In continuation of this, one might claim that, by facilitating the 
students with opportunities to engage with a variety of perspectives and interests the school 
ultimately provokes a challenge of thought and stimulates more active participation during 
classes. I, thus, dare to argue that the more teaching in class is concentrated on traditional, 
definite and teacher-dominated methods, thereby neglecting to promote interplay of 
experiences and reflections, the more classes and student behaviour tend to become routinized 
and passive. The applied methods of interaction and the nature of discussions during classes 
are, hence, considered particularly important for citizenship education, being that, in the 
words of Westheimer & Kahne (2004), “those working to prepare justice-oriented citizens for 
a democracy do not aim to impart a fixed set of truths or critiques regarding the structure of 
the society. Rather, they work to engage students in informed analysis and discussions 
regarding social, political, and economic structures” (p. 243).  
Assuming this position, the traditionally dominant and exclusive perception of young people 
as “not-yet citizens” is discarded as being unsuitable. The majority of the students interviewed 
also seem to perceive themselves as old enough30 to take part in discussions of a political 
nature. In their own words, Faris states, “I mean, although we’re born in, what, the 90´s, I 
                                                   
30 Note that they perceive themselves as ”old enough” but not necessarily as ”capable of” (internal efficacy) or 
”able to” (external efficacy). This distinction is relevant as the students seemed to be very observant of different 
societal occurrences and inclinations, but at the same time do not feel that they are being heard and properly 
responded to due to their age, which then ultimately results in a low degree of internal self-esteem and 
confidence in own competencies. This is further interesting seeing how PBG is perceived to be an elitist high-
school and so the students, as a result of their parents´ success, job, reputation, money etc., should assumably 
feel rather competent and confident both internally and in respect to external authorities. However, as already 
discussed throughout this chapter, this does not seem to be the case for several reasons. 
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don’t think it’s too early for us to discuss political issues and the like, because one should 
take interest in such things”, which then is followed by an immediate reaction by Seid, “Yes 
yes, because we might present some thoughts from a different aspect, from a different stand-
point which is absolutely a positive thing” (Appendix 3, Faris and Seid, p.12). In respect to 
this and based on the students´ reflections and evaluation at the end of both focus-group 
interviews as well as the class-observations, one can claim that through a greater use of 
group-work and discussions of (i.e. not just recitation of) different perspectives in classes as 
well as involvement in various types of youth group activity outside of school, young people 
would gain a more plural and differentiated understanding of themselves as citizens as well as 
of their rights, responsibilities and opportunities for participation. Because in this way, again 
using the words of Seid, “we might even encourage youth to take a bigger interest in things 
they haven’t thought about before” (Ibid). 
 
In relation to the sought after plurality of citizen identities or self-images, two particular 
features of both focus-group interviews were rather interesting in terms of the education of 
these young citizens, namely a) the normative standards of idealized perceptions of 
citizenship and citizenship behaviour and b) the students´ lack to characterize ideal citizen 
behaviour as either “critical” or “reflective”. Firstly, upon my request that they collectively go 
through the key characteristics which they associate with being a citizen in BiH, each focus-
group listed about 20 words (see appendix 4). Although some of the mentioned characteristics 
give a negative impression (such as e.g. primitiveness, štela, insolent, jealous, conceited, 
egoistic and fawning), the characteristics used by the students to identify their perceptions of 
the ideal citizen are considered to be particularly significant in terms of indicating normative 
standards of citizenship and perhaps even visions for future participation. In this relation, 
eight characteristics were listed by both groups, describing the BiH citizen as necessarily 1) 
clever in the sense that he/she makes use of their resources in a smart way (“snalažljiv”); 2) 
communicative or social (“komunikativnost”, “pričljiv”, “druželjubiv”); 3) wise or “street-
smart” (“mudar”, “kliker”); 4) tolerant (“tolerancija”, “bez predrasuda”); 5) efficient 
(“efikasnost”, “efikasan”); 6) creative (“kreativnost”); 7) adaptive and flexible 
(“prilagodljivost”, “fleksibilan”); and 8) forward and demanding (“nametljiv”, “htjenje”). 
Although the descriptions of the “good” citizen might be simple clichés, Jennings & Niemi 
(1974) argue that this does not decrease the normative value of such understandings. In their 
own words, the currency of the held perceptions does not decrease “(…) for the stuff of much 
politics is wrapped up in slogans and clichés. People act on the basis of clichés. If it is simply 
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a cliché that the good citizen votes, for example, it is nevertheless true that for most periods in 
American history this is the one consciously political act that people have felt compelled to 
perform” (pp. 123, 137). Following this line of argument, one might assume that, despite the 
fact that normative standards of ideal citizenship behaviour might not be honoured, might be 
internally inconsistent and altered or replaced, the listed characterisations during the focus-
group interviews, nevertheless, form the core of how the young students believe a citizen 
should be and behave like and, presumably, how they would behave themselves if they were 
enabled and encouraged through their (formal as well as informal) education.  
The second aspect of the focus-group interviews which I find particularly interesting is the 
absence of the words “critical”, “reflective” or any other word denoting independent thought 
and a questioning approach. These words were mainly used in a negative context, i.e. to show 
that criticism is not common or valued in school or society, and that the students consciously 
withhold from expressing themselves critically. As also discussed earlier in this chapter, this 
is mainly due to the fact that voicing out loud one’s critical reflections and expressing 
dissatisfaction might cause bad relations or indirect sanctions. In Seid’s words, “(…) if I don’t 
agree with something I always try to say it gently, e.g. “yeees, but I wouldn’t quite agree with 
that”, but it always ends up being perceived as some kind of negative criticism and then I 
notice how that person is giving me the eye” (Appendix 3, p. 8). Fatima explains this as a 
fundamental problem in Bosnian-Herzegovinian mentality, “I think…the basic problem isn’t 
just that we don’t know how to criticise, but also that we have a hard time accepting 
criticism” (Ibid). Criticism, as such, is primarily a negative feature and does not have the 
character of being, e.g. constructive, enlightening or practically useful. In this way, choosing 
to express one’s critical opinion or to question, e.g. behaviour, dogma, opinion and the like, is 
to consciously put oneself at the risk of being socially excluded. But what then is one to do 
with feelings of dissatisfaction or critical-reflective opinions? In his world-renowned literary 
works (e.g. The Dervish and Death 1966, Fortress 1970), the Bosnian-Herzegovinian writer, 
Mehmed “Meša” Selimović (1910-1982), dealt primarily with the relations between 
individuality and authority, life and death and other existential problems. In terms of what to 
do with feelings of dissatisfaction and the critical reflections one might have, Meša Selimović 
would say,  
“It is enough that we reflect. But man feels an urge to not only reflect but also to express 
himself, perhaps an even greater need to speak than to think. It is in this way that he empties 
himself, liberates himself from tension. Words are a discharge of too much blood, an 
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unloading of bitterness, a vision of freedom. Those who govern should not retrain it, but 
rather nurture and encourage it…” (The Fortress). 
In order to prevent an increasing apathy and inertia among the future citizens of BiH, it is of 
crucial importance, one could argue, that children and youth are encouraged to express 
themselves critically, artistically, verbally, in written form etc.- in any way really and not just 
in the exclusive and traditionally accepted and allowed form. Not only would this be 
beneficial for the individual’s personal development and self-confidence, but it would also, 
assumably, promote a sense of criticism as a collective endeavour as the students would come 
to agree on some matters and come to feel that they are not alone. The 4th year female student, 
Fatima, supports this view,  
“I would be wrapped up in pure bliss if every time I nag about something with school people 
nod their heads in agreement like you guys did today, because I came here thinking that I was 
the only one with these opinions because people don’t have the guts to say it out loud 
and…ehm…I’m really glad that we spoke so honestly and expressed out opinions and I’d love 
it if we had talks like this more often” (Appendix 3, p. 14). 
 
One could further argue that what Fatima expresses here is a call for a shared sense of “we”, 
as opposed to identifying oneself through the exclusive “us” vs. “them”. An identification 
with an overarching “we” is not only more capacious, as it does not bleach out specificities 
(e.g. ethnic, gender, profession or other interests and characteristics) (Putnam 2007:163), but 
it is also vital in a multi-ethnic society which is faced with the challenge of re-building its 
cultural diversity and promoting social cohesion. Facilitating and promoting this feeling of 
belonging to an inclusive “we”, which is not based on shared religious or ethnic values, but is 
rather based on a shared commitment to and engagement in the endurance of the community, 
is considered to be the most adequate solution and form of citizenship in the Bosnian-
Herzegovinian context (see e.g. Gundersen 2008; Mujkić 2007; Belloni 2001). However, it 
should be noted that an argument for an overarching and inclusive sense of “we” is not the 
same as arguing for an “integrationist” model of citizenship. Although I believe that BiH 
citizens need to be united and focus on what they have in common and what they can agree 
upon, this is not to say that conflict and criticism is unproductive or that we need political 
consensus and shared values as this would, ultimately, deemphasize the need and struggle for 
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institutional solutions and oppose the “participationist” model of citizenship which I have 
argued for throughout this thesis.31  
How then to bring about this identification with an overarching “we”, which stresses 
responsible commitment to and active engagement in one’s specific as well as wider societal 
settings? Although I am sure that there are numerous different approaches and solutions, I 
find the idea of “super-ordinate tasks” as particularly interesting. Referring to both Putnam 
and Sherif et al., Uslaner writes in his article “Democracy and Social Capital”(1999) that, 
although this strategy involves a bit of deception, it has the potential to “build a sense of 
control, which leads to a sense of optimism for the future and replaces particularized trust with 
general trust in others”. The line of reasoning behind “superordinate tasks” is that one cannot 
necessarily expect a causal relationship between participation and e.g. education or that citizens 
will perform their civic duties just because you tell them to. Rather they have to find themselves 
in a situation where they have to “come together to get themselves out of a collective fix”, and by 
feeling “compelled to cooperate” citizens will, arguably, not only come to feel empowered and 
efficient as individuals, but they will also getter a better understanding of their collective strengths 
and resources (pp. 144-145). In continuation of this one can argue that although the education 
system is only a single part of the set of experiences by which young people come to delineate 
their individual future roles as citizens, its primary purpose in terms of democratic citizenship 
is to facilitate young people with the skills, knowledge and attitudes necessary for an active 
and critical participation in different social spheres. In this sense, citizenship identities need to 
be flexible, contextual and based on democratic political practices, rather than restrained by 
passively adopted and traditionally defined norms and praxis of behaviour. 
 
 
 
 
 
 
                                                   
31 The notion of cosmopolitanism is very much related to issues of citizenship, and is widely promoted by 
various citizenship theorists. However, I do not perceive it as relevant in discussion on citizenship in BiH as it 
looks less to the immediate society of which one is a member, and more to the wider human, global community. 
Its universal character is, of course, significant and salient in terms of promotion and the assessment of human 
rights, but I believe that citizens of BiH should point to violations of human rights and direct their resources and 
skills to affect change in their own backyards. Meaning to say that in order to effect change in the wider human 
community, the citizens of BiH must, first and foremost, learn to take responsibility, to express their individual 
and collective interests and to, ultimately, be active subjects rather than passive objects. 
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Chapter 5 Concluding reflections 
 
Particularly is it true that a society 
which not only changes 
but which has the ideal of such change as will improve it, 
will have different standards and methods of education 
from one which aims simply at the perpetuation of its own customs. 
(Dewey 2006:91) 
 
Aspiring to contribute to the debate on the norms and praxis of the Bosnian-Herzegovinian 
education system, this thesis addressed the issue of, 
“What kind of skills and attitudes does the education system in Bosnia and Herzegovina 
facilitate young people with, and how does this come to influence their citizenship 
opportunities and identities?”. 
 
When examining the elements of citizenship, it is necessary to stress that the development of 
young people’s citizenship dimensions is a complex process, influenced by a wide range of 
interrelated factors across different contexts (such as the family, school, peer groups, 
community etc.) and by various actors (such as parents, teachers, friends etc.) which come to 
shape the formal as well as informal education of young people.  
On that account, seeing how the concern of this thesis is the school-context, an understanding 
is provided of the relationship between how young people tend to perceive themselves as 
citizens as well as their ability to act upon issues of relevance and the form of education they 
have been subjected to. In other words, the education we receive not only determines our 
academic skills and knowledge, it also shapes our understanding of socio-political processes. 
It is with this in mind that I conducted observations of class-teachings and group-interviews 
with the students as part of a month long empirical study at the Sarajevo-based high-school, 
Prva Bošnjačka Gimnazija.  
 
The analysis of these empirical findings highlighted especially an instruction form during 
class-teachings that tends to work on the students rather than with them and is, as such, 
primarily centred on a passive transmission of knowledge by which the students are expected 
to absorb and memorize a great amount of knowledge. This form of education is teacher-
dominated and renders the students with the role of passive learners, which consequently 
comes to mean that the students are very good at receiving and memorizing information, but 
are less able to engage with the acquired knowledge in a critical, reflective and interpretive 
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manner. This is especially problematic when considering how these norms and methods 
influence the attitudes, values, knowledge, and identity-formation of these young citizens. 
Referring to the reflections and arguments posed by the students during the two focus-group 
interviews, I demonstrate in the analytical discussion of the thesis how the students come to 
predominantly “think inside the box” as they are neither encouraged to express their 
independent and critical opinions nor are they enabled to apply the knowledge they acquire. 
This has, then, an impeding affect on the promotion of active citizenship among young people 
seeing how although democratic skills and principles are taught in school, they are not made 
meaningful and applicable for the students.  
Furthermore, following the observations of class-teachings, I put forward the claim that the 
development of young people’s citizenship opportunities, attitudes and skills is not only 
undermined by the lack of an open and supportive class-room climate, but also by a 
traditionalist understanding of educating for citizenship. Namely, as stressed in chapter 4, the 
problematic occurs as a) education is primarily aimed at the individual student, as it is 
estimated that democracy will follow when all citizens have acquired the “right” 
competencies of the “good” citizens, something which consequently results in an 
individualization of democratic citizenship; b) citizenship is assumed not only to be an 
outcome of an educational and developmental process, but also primarily as a dimension of 
adulthood, which then renders young people as “not-yet citizens” and neglects their 
participation and share in today’s society; and c) the question of learning is complicated by 
the fact that what is taught is not necessarily identical with what is learned. Relying mainly on 
such a transfer of values and knowledge does not enable the students to act and think as 
democratic citizens, i.e. they do not seem to learn how to position themselves critically in 
respect to dominant traditions and behaviours, socio-political conditions and other issues of 
interest.  
On the contrary, the young citizens of Bosnia and Herzegovina come to believe and fear that 
they will not only antagonize someone but will also be indirectly sanctioned socially if they 
stand out and express critical opinions. This not only incapacitates their internal political 
efficacy, i.e. their belief in their own abilities to make a difference and to make themselves 
heard, it also brings about the perception of the authority structures of the school, including 
their teachers, as being unresponsive to their needs and requests. On that account, I have 
illustrated throughout the thesis that although the norms, praxis and standards of the PBG 
encourages the students to do good in terms e.g. decent behaviour, hard work, self-discipline 
and organizing humanitarian projects, they neglect to enable and challenge the students to do 
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political good, i.e. to facilitate the opportunities and skills necessary for active citizenship 
participation within and outside of the school. Failing to teach in such a way as to capacitate 
and prepare the students to apply the knowledge they have acquired not only fails to promote 
critical reflection and justice-oriented attitudes and participation, it also, consequently, 
renders the students unknowledgeable of and inattentive to their rights, responsibilities and 
opportunities as citizens.  
This lack of understanding of and experience with democratic participation brings about a 
citizenry that is not easily awakened from their state of inertia and lethargy, and, as such, the 
reinforcing of a conservative, individualistic, procedural and passive notion of citizenship. 
Two factors are particularly emphasized as being the primary reasons for these tendencies, 
namely, on one hand, feelings of insecurity, instability and a waning optimism for the future, 
and, on the other, a distorted and limited understanding of the function of criticism and 
individuality. Not only does a daily struggle for survival makes it that much more 
complicated to participate actively in societal issues or act upon dissatisfaction, there is also a 
tendency to conceive of criticising individuals as pursuing a hidden individual agenda and, 
thus, to work against the common good. Hence, expressing critical opinions is undesirable 
and negative, rather than constructive, enlightening and/or of practical use. 
 
As opposed to this, it has been argued throughout this thesis that education and the 
corresponding teaching-methods should be conceptualized in such as way as to foster the 
individual, democratic and reflexive identities of the young students, and, hence, to encourage 
them to assume multiple subject positions rather than to predominantly identify themselves on 
the basis of their ethnic and religious affiliations. In light of their level of education and 
different interests, Bosnian-Herzegovinian citizens (young as well as old) should learn to 
come together in solidarity to resists a common oppression following the idea of transversal 
politics and, as such, a legitimate manifestation of democratic pluralism. However, what 
appears to be missing is for education to link citizenship to democratic goals and behaviours 
by engaging students in informed analysis and discussions regarding social, political and 
economic issues and, thus, promote the vision of a shared fate and a collective will.  
In relation to this, it is relevant to stress the importance and necessity of agreeing upon a 
common platform and shared aspirations in post-war countries. This was the case in the 
aftermath of Second World War which involved elements of a civil war in the countries 
which were later to become Yugoslavia, and during which three different political programs 
resulted in three separate armies (the Serb “četnici”, the Croat ”ustaše” and an army united 
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across ethnicities “partizani” which was pro-Tito and fought for a common vision of a future 
community). Taking into consideration this historical background and the fact that there are 
no significant differences (cultural or lingual) between the peoples of Bosnia and Herzegovina 
which can be estimated as directly contradictory, one can assume that the education system of 
the modern day BiH can play a decisive role in cultivating an inclusive and self-critical 
perception of the past war, some minimal level of communal socio-political interests and 
consolidating future perspectives for the society.  
However, as established in chapter 2 of this thesis, the push for transformative change should 
not be necessarily expected from the government, as the dominant ethno-nationalist political 
parties seek only to promote and enhance the perceived ethnic differences and divisions 
between the three main groups in BiH and, in that way, to stay in power. 
 
In continuation of this, a transformation of the political structure and culture is called for. As a 
consequence of the rushing through the signing of the Dayton Peace Agreement, the purpose 
and function of education was neglected and is, as such, assumed to be among the key-
reasons for the disintegrating and uncritical tendencies of demagogy within the education 
system in Bosnia and Herzegovina. Ultimately, then, in order to change the political structure 
and culture one must begin with an acknowledgement of the significant function of education 
in terms of improving the society and preparing young citizens for participation in such a 
society. This means that it would not be sufficient to simply modify national political 
structures if the citizens required and expected to participate do not feel internally confident to 
do so. On that account, one might claim that although bottom-up participation strategies may 
be more desirable, it is rather naïve to expect that by simply appealing to people’s reason will 
break their passive attitude and bring about rapid change in established habits. In this sense, 
top-down rules and regulations (by e.g. the international community) can play an important 
role in infusing new values and constructing new identities that favour active participation. In 
relation to this, it is estimated as beneficial if the authority structures of the school replaced 
their focus from negative to positive duties, as that would not only promote active learning 
and participation amongst both students and teachers, but it would also, consequently, bring 
about a perception of young people as legitimate agents and key assets for community 
development and social change. On that account, I have come to the conclusion that PBG´s 
school-motto, “Strive to achieve a virtue of deeds”, is very much consistent with the kind of 
active and democratic citizenship which has been emphasised throughout this thesis. Having 
said that, it is also my understanding that a fixed focus on educating the personally 
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responsible and conservative citizen is very limiting in the form observed in PBG, in 
particular, and in the BiH society in general; it should rather be widened to encompass not 
only desirable character-traits such as self-discipline, moral behaviour, respect for elders etc., 
but also, more importantly, an emphasis on taking responsibility for yourself and your 
environment through an articulation of own and/or common interests. When this latter aspect 
is disregarded, citizenship tends to become individualistic and conservative, rather than a 
means of encouraging and enabling citizens to confront questions critical to their life-worlds 
and other issues of importance for the betterment and democratisation of the society they live 
in. 
 
Concluding on the matter of citizenship in an educational context, I found that although the 
students are more capable of and willing to express themselves, their critical perceptions of 
and experiences within their high-school and society, than originally expected, they did not 
seem to be able to understand and distinguish the core-components of democratic citizenship. 
Namely, they did not seem to acknowledge that at the base of citizenship is a necessary 
identification and consideration of some of the fundamental values and ideals in regard to 
how to make a society possible, i.e. how to make a political community, which is not 
ethnically, religiously or in any other way excluding, achievable and prosperous. I have 
claimed that by discussing and reflecting on such matters that are at the core of citizenship, 
e.g. the relationship between the individual/society, ethics/politics, private/public, 
ethnic/political etc., the citizens of Bosnia and Herzegovina would not only incite criticism as 
a constructive and collective endeavour, they would also gain a sense of self-confidence, feel 
that they are not alone with their frustration and dissatisfaction and come to perceive 
themselves as the holders of multiple identities which are flexible and contextual in nature. 
It is in continuation of this that I have argued that the educational institutions of BiH should 
refrain from educating the next generation of citizens along pre-dictated lines of normative 
expectations of duties, obligations and/or attitudes, but rather seek to enable and encourage 
them to act and interact as democratic citizens in their everyday lives. Somewhat 
oversimplified, one could conclude that in order to make the change makers of the future, 
schools must, to a larger extent, practice what they preach, or rather, what they teach. On that 
note, I will end this thesis by looking towards the future of the Bosnian-Herzegovinian 
citizens, 
“What is important for us in all of this and what makes “post-pessimism” an option in terms 
of civic society, is the topicality of this “drama” [social drama which during anomie is played 
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out between an old way of doing things, which no longer provides valuable insight, and a 
new, not yet defined, structure] - if the cards are still in play and the game is still on, civic 
society in BiH still has the opportunity to redefine its positions and roles. If the end goal is to 
have a democratic society, of which civic society is an irreplaceable se7gment, then a 
fundamental change must occurs by which all of the “acquired” knowledge and skills, i.e. 
“capacities”, must be turned towards the subject of that society: a subject which at the 
moment is non-existing- the citizenry” (Šavija-Valha 2009:3). 
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